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ABSTRACT
CHILD REARING GOALS AND PARENT-CHILD INTERACTION IN
IMMIGRANT CHINESE FAMILIES
SEPTEMBER 2007
FANG LIU, B.A., HEBEI NORMAL UNIVERSITY
M.A., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Grace J. Craig
The purpose of the study was to explore parents' socialization goals and to describe
the patterns of caregiver-child social interaction for the sample of 6 Chinese American
toddlers, whose parents immigrated to this country recently. The theoretical framework for
the study was Vygotsky's sociocultural approach which assumes that children's thinking
derives from human social relations and is embedded in the sociocultural context. The
study used a qualitative method of data collection and analysis. Data collection included a
demographic questionnaire, two focused interviews and videotaped observations of
caregiver-child interactions in everyday activities and joint play. The analysis focused on
how caregivers guided and facilitated children's learning and adaptation to life in a North
American setting. Parental goals were identified and five themes immerged from the
interview data: a focus on learning; an emphasis on developing a loving relationship with
the child; an emphasis on bringing up a moral child; an emphasis on guided independence
and on adopting the values of the host culture while maintaining the values of their own
cultural heritage. Links between the patterns of parent-child interaction and the parental
goals were explored. The parents’ conscious, creative synthesis of cultural values and
practice were discussed. Implication for teachers and clinicians were suggested.
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CHAPTER 1
INTRODUCTION
Parents guide their children to become members of a society. But what if the
parents are immigrants and have moved from one culture to another? Do they raise the
child to be a member of the parent's own culture or to be a member of the host culture?
Or do they make compromises, and if so, on what basis do they make their decisions as
to where and how to accommodate cultural differences? The following study of six
families, all Chinese immigrants to the United States, is an analysis of that acculturation
process.
In this thesis, it is assumed that setting goals and choosing methods for child
rearing for the educated Chinese immigrant parent is an adaptive, creative and wellthought through process and as a consequence there is a close relationship between the
ideals of the parents and how they actually interact with their children.
How questions such as these are answered, depends upon the theoretical
perspective and research methodology adopted by the researcher. For example, the
choice to focus on parents accounts as to how they decide to raise their children or on
the actual parent-child interactions, or to look at both, in part depends on theoretical
considerations such as the intent of the researcher and on the available methods for the
collection of data.
Drawing on a sociocultural approach (RogofF, et al. 1993), this study was
initially conceived as a general exploration of the parent-toddler relationship in
immigrant Chinese families. The initial focus was to be on parental goals or ideals for
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their children's development as reflected in parent-child interactions, using a
descriptive- interpretive mode of inquiry (Gaskins, Miller & Carsaro, 1992). An
attempt was made to relate the way the parents conceptualize their goals for their child’s
development and their methods for child-rearing that will achieve these goals, with
actual parent-child interactions. Themes of childrearing practice in immigrant families
emerged as data collection and analyses progressed in the study.

Theoretical Framework and Mode of Inquiry
The sociocultural approach is grounded in Vygotsky's works (Forman, et al.,
1993; Moll, 1990; Wertsch, 1985, 1991; Rogoff & Wertsch 1984; Rogoff, 1990, 1994,
1995). This approach is based on the assumption that human psychological functioning
is essentially social, deriving from human social relations and situated in interpersonal,
socio-historical as well as institutional contexts. Different social contexts create and
reflect different outcomes of human behavior (Vygotsky, 1987; Wertsch & Kanner,
1992; Rogoff, 1990).
The sociocultural approach emphasizes the following points:
1. The sociocultural theory views human relations and the sociocultural context
as crucial factors which influence child development.

It is assumed that human actions

can only be understood only in light of particular values, goals and experiences
(Shrewder et al.l 995).

According to this view, a fundamental approach to

understanding child development is to study caregiver-child relations, as reflected in
daily child rearing practice, and to place one’s observations and interpretations in a
sociocultural context. As the true nature of childrearing practice in a particular culture
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lies in the child’s social relations with his caregivers in that culture, these relations can
be studied through a microscopic analysis of daily interactions in light of a macroscopic
view of cultural patterns in child rearing and development.
2. Language, as a product of human labor and sociocultural history, plays a very
important role in child development. Languages not only facilitate human thinking and
action but also shape or change the structure and process of thought and action
(Vygotsky, 1989). In addition, language channels the constructive transformation from
intermental to intramental functioning (Vygotsky, 1978). Based on this assumption, it is
considered fruitful to study individual child behavior through examining patterns of
caregiver-child communication. An individual child's own level of thinking changes as
a result of the communication with his/her caregivers through language (Rogoff, 1990).
3. Changes are inherent and essential at different levels of development
(phylogenetic, cultural-historical, ontogenetic and microgenetic). To understand a
child's expressive behavior we need to understand both its origin and the transition it
has undergone, as it is only in this process that expressive behavior shows its genuine
features (Wertsch, 1992). Therefore, changes and process are a primary focus of inquiry
for child development.
4. A unit of analysis must contain the essential features of the phenomena under
study as an integrated whole or system (Cole, 1996). The properties of a system are not
always reflected in the features of its constituent parts, according to Cole.

Therefore, to

understand a child's expressive behavior, we need to study the child as a complex whole
situated in a hierarchy of contexts, and actively influencing aspects of these contexts.
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The child is by no means a passive object, according to Cole.

Such a unit of analysis

should be goal-directed and tool-mediated-action, which permits researchers to examine
the interrelatedness of the individual and the sociocultural context (Vygotsky, 1994).
5. From a sociocultural perspective, the child develops as he/she actively
appropriates the social tools and practices of that given culture under the guidance of
more experienced members of the society. This acculturation process occurs through
social interaction in the zone of proximal development. The zone is defined as the
distance between what a child can do alone and what he/she can accomplish with
assistance (Trudge, 1990).
To summarize, the sociocultural approach to child development include:
(1) The interrelatedness of individual, interpersonal, and sociocultural processes
of development;
(2) A holistic unit of analysis which must contain the essential features of the
phenomena under study as an integrated whole;
(3) Changes and processes that shows the genuine features of the phenomena
under investigation;
(4) The embeddedness of child development in a specific sociocultural context;
and
(5) The role of social tools (e.g. language, toys) in child development.
The descriptive-interpretive approach is defined by Neuman (1991, p.50) as "the
systematic analysis of socially meaningful action through the direct detailed
observations of people in natural settings in order to arrive at understanding and
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interpretations of how people create and maintain their social worlds."

Reality is a

complex of socially constructed meanings (Patton, 1990). Therefore, to understand
human action one needs to understand the purpose or meaning that gives form to the
action. In order to understand the meaning a researcher needs to take consideration of
the social context of the action (Neuman, 1991).
According to Gauskins, Miller and Corsaro (1992), the interpretive mode of
inquiry for child development holds the following premises: (1) the child and the
culture create each other, (2) the child takes an active role in constructing meaning
through participation in cultural practices, and (3) language, as a cultural tool, is the key
to understanding the meaning creation that underlines social action. Both the
interpretive and sociocultural approaches emphasize processes of meaning creation
through social interaction, a holistic unit of analysis, the interrelatedness of individual
and sociocultural processes of development and social context as fundamental for
individual development.
From the perspectives of the interpretive and the sociocultural approaches, an
understanding of the development of Chinese immigrant toddlers requires the
preunderstanding of not only the individual child but also of the child’s social context at
different levels. It requires examining
(1) The values and beliefs of both the heritage culture and the host culture;
(2) The developmental goals of the parents for their children;
(3) Parent-child interaction in joint activities;
(4) The meaning making processes of the children and the parents.
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At the sociocultural level, this study looks at the development of individual
immigrant Chinese toddlers in terms of ideals the parents have accepted from both their
heritage culture and the host culture regarding child rearing.

Immigrant Chinese

parents have come to America with their previous experiences of being reared as a child
and of rearing their own children in their home culture. On the one hand, those
experiences will inevitably influence their child rearing practice, both consciously and
unconsciously. On the other hand, the cultural values of the host culture will
unavoidably make an impact on their parenting behaviors. As parents adapt themselves
to their host culture they are faced with many alternatives and must make choices
regarding child-rearing. Therefore, this study examines the influences of both cultures
on the meaning making processes in child-rearing practices of the immigrant parents.
At the familial level, this study examines the parents’ ideals or goals for their
children's development. Exposed to a new enviromnent, we see the parents in this study
are not passive recipients of cultural codes of the host county, nor are they ideologically
committed to the values governing conventional child rearing in China. On the contrary,
these parents actively constructed their own theory of child rearing practice drawing on
resources from the two cultures and their personal experiences. They observe, examine,
filter, and contemplate the existing theories and practices of child rearing in the two
cultures. They select and adapt child-rearing strategies that they believe will enable
them to arrive at their developmental goals for their children.
At the interpersonal level, this study examines parent-child interaction as a
reciprocal or joint activity and not as the parents’ imposition of their ideals and goals
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upon a passive child. Parents and their children construct meaning through their joint
efforts in joint activities. Children become socialized under the guidance of their parents
as more experienced members of the society. On the one hand, parents endeavor to
transmit values of their own through their daily communication with their children and
provide what they consider as optimal learning environment for their children. They
structure social as well as cognitive learning activities for their children and support
their efforts in learning and development. On the other hand. Children themselves also
take initiatives and try to control much of what happens in terms of their own interest,
curiosity and thinking in learning. It is assumed that children are learning, and
developing their identity as a member of the society as well as unique individuals and
that parent-child interaction, while not an exclusive influence, plays a crucial role in
shaping the outcome.
At the individual level, this study looks at the child's role in the process of
parent-child interactions to see how the child chooses to deal with the parent’s efforts
and whether or not the child ultimately agrees with the values the parents transmit
through their ways of relating to their child. What does the child do to confirm both a
comprehension and an acceptance of what the parents try to put across? Like their
parents, children themselves play an active role in their own learning and development.
They are being socialized while at the same time socializing their parents and making
contributions to their social environment.
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Statement of the Problem
Since the introduction of the sociocultural approach to child development in the
1970s, a growing body of research literature has examined the effect of mother-child
interaction on child development.

Most of the research studies have focused on face-

to-face interaction of mother-child dyads from white middle class families. Very few
studies have investigated caregiver-child interaction in ethnic minority groups (Rogoff,
et al., 1993). Studies on parent-child interaction in immigrant Chinese families have
been even rarer.
Another limitation of these studies is that parent-child interactions have not
been widely investigated in relation to the broader parental goals and cultural values in
which the parent-child relation is embedded. From a sociocultural perspective
(Greenfield, 1994; Rogoff, et al. 1993), caregiver-child interactions can not be fully
understood without incorporating the analysis of parental goals for their children's
development and community values, which underline parent-child communication in
their joint daily activities. As Jamin (1994) notes, parental beliefs and cultural values
orient parental child-rearing behavior and confer a special style of communication with
their children.
A third problem exists in using quantitative research methods to investigate the
relationship between culture and an individual child's development. It is inappropriate
to assign culture either as a dependent or independent variable.
randomly assigned to participants.

Culture cannot be

When culture is included as a dependent variable

this violates the assumption of independence (Gauvain, 1995, p. 26). Nor does it satisfy
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the assumption of a sociocultural approach to child development when culture is
included as an independent variable (Rogoff, 1992).

According to the sociocultural

approach (Vygotsky, 1978; Wertsch, 1985; Rogoff, 1990; Cole, 1995), the relationship
between the individual and culture is dialectic, reciprocal and interdependent. It is
obvious that regarding culture as an independent variable ignores the bidirectional
nature of the cultural and individual processes in development.
The Purpose of the Study
The purpose of this study was to describe and analyze the parenting goals of six
immigrant Chinese families, their parenting strategies and the patterns of parent-child
interaction and to examine how these parent’s ideas were reflected or instantiated in
parent-child interactions in the light of the bicultural contexts.
An in-depth interview along with free conversations with the parents was used
to investigate their goals and their parenting strategies. Videotaped observations were
employed to study the patterns of face to face interactions between children and their
caregivers displayed during joint parent-child activities, such as feeding and playing
with toys. Of special interest in this study were the themes embedded in the
developmental goals of the parents, the nature of parent-child relationships, and the way
parental ethno theories were reflected or instantiated in their daily child-rearing
practice.
The collection of data was formally organized around specific questions asked
of all of the parent subjects and specific questions the researcher had in mind when she
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observed and later analyzed each of the videotaped. The research questions guiding the
description and interpretation of the study were:
1) What specific developmental goals did Chinese parents have for their
children?
2) What child rearing strategies did Chinese parents employ to achieve their
goals?
3) What patterns of child-caregiver interactions were displayed in joint-activities
such as playing with toys in Chinese families?
4) How were parental goals reflected or instantiated in child-caregiver
interaction during these joint-activities?
The Rationale and Significance of the Study
According to the 2005 United States census, there are 11.9 million Asian
Americans living in the United States. This represents an almost 72 percent increase
since the 1990 census.
The largest proportion of the Asian American population is Chinese, this census
reports. Despite the increase in the number of Chinese living in the United States, there
have been very few studies examining child-rearing practice and parent-child
interaction in this minority group. Therefore, this study will fill in the gap and add new
knowledge to the existing body of literature
It is expected that the findings of the study will provide important contextual
information about how Chinese immigrant parents are thinking and acting in their roles
as parents and how their children are learning at home. This would have clear
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implications specifically for early childhood educators, as well as professionals working
in clinical settings.
First, the features of parent-child communication from this study will inform
teachers about Chinese children's learning in home settings and will enhance their
understanding of what these children learn, how and why they learn it, so that the
teachers will be able to gear their classroom instructions accordingly. Parents' "teaching
techniques" can also suggest effective instructions for classroom teaching because the
parents know the current developmental levels of their children and how they can be
guided in their future learning.
Second, knowledge from this study will provide essential information for
teachers about how to maintain consistency in teaching with the children's learning at
home so that they can avoid a mismatch between the communication style of home and
that of school.
Finally, findings from this study will help to increase cultural awareness, and
demonstrate that children from different cultural communities come to school with
different previous learning experiences, grow and learn through different socialization
processes.
In addition, this study will contribute to the current discussion of the cultural
models of child-rearing practice. Do the findings of the study fit into the paradigm of
individualism and collectivism or does this dichotomy apply when considering the
special features of the cultural context in which the immigrant Chinese live? The
findings of the study will hopefully fill in some of the blanks in the patterns of parent-
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child interaction particularly for the well-educated group of immigrant Chinese families
from mainland China, for there have been virtually very few studies presented in the
child-rearing literature of immigrant Chinese. Furthermore this study will open up the
possibilities for conducting continuous research on the relation between the patterns of
parent-child interaction and the children’s school performance or between the
developmental goals of parents for their children and the children’ school performance
at a certain grade level. Therefore, the findings of the research might be able to help to
dispel the myths surrounding high academic performance of immigrant Chinese
children in schools.
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CHAPTER 2
REVIEW OF LITERATURE
Cultural psychology grows out of the dissatisfaction with universalistic methods
to study human behaviors. It studies the mind within the culture employing
methodology borrowed from anthropology including observation, discourse analysis,
video taped interactions. It studies how each particular cultural group constructs the
meaning of that culture through communication, social interaction and communal and
culturally defined activities and how people in each cultural group feel, act, and make
meaning of their cultural practice (Shweder, et al 1998; Greenfield, 2000). Greenfield et
al. ( 2003) proposed cultural pathways of child development drawing on three
approaches to studying cultural psychology, namely, a cultural value approach, an
ecocultual approach and a socio-cultural approach (Greenfield, 2000, 2003, et al). The
value approach tries to understand childrearing practice through examining the
culturally defined desirable values which have great impact on parenting ideas
(Harkness and Super, 2000). This approach assumes that each culture has to deal with
the issues of human relationships - between the person and the group. The cultural
orientations of dealing with this relationship have been categorized as individualistic
and collectivistic. Cultures that place higher values on individualism prioritize the
person and cultures that share the values of collectivism prioritize the group. The
cultural value perspective views the relationship between the self and the group as
central to both the individualistic and the collectivistic value orientations. One cannot
understand child development without understanding the cultural values, for cultural
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values shape parental socialization goals (Greenfield, 1994) and parenting child rearing
ideas (Super & Harkness, 1996; Harkness & Super, 2002). Greenfield (2000) viewed
individualism and collectivism as a universal deep structure of cultural differentiation.
The ecocultual approach views child-rearing practice as an adaptive response to
different environmental conditions and constraints (Whiting & Edward, 1988; LeVine,
1977, LeVine, et al 1994). LeVine and his colleagues (1994), drawing on knowledge
from their cross cultural studies, view child development as being strongly influenced
or shaped by cultural and socio-economic forces. Supper and Harkness (1986)
conceptualize the socio-cultural context as a “developmental niche" for child
development. This 'developmental niche' composes the physical and social settings in
which the child lives, the customs of childcare and childrearing, and the psychology of
the caretakers. Bronfenbrenner (1986) emphasizes the social context of child
development from a family ecological perspective. He looks at child development as it
occurs in interaction with the family, which itself is influenced by the large
sociocultural context.
Scholars who take a sociocultural approach perceive social relations as
fundamental for child development (Cole, 1995; Rogoff, 1990, 1995). They view child
development as being derived from social relations and being embedded in social
context. Child development can only be understood in social relations and in the socio¬
cultural context in which child development derives and is nested. According to this
approach, a child develops as he/she appropriates cultural practices through the use of
cultural signs under the guidance of more capable members of a society. As Greenfield
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et al (2003, p 465) summarize: “The ecocultual approach emphasizes the causal
influence of material conditions in the environment. The values approach, in contrast,
emphasized the causal influence of ideals or meanings inside the psyche. The social
historical approach emphasizes the causal influence of social factors: the interactional
processes and symbolic tools used in cultural learning, which develop over historical
time.”
Although these scholars emphasize the importance of sociocultural factors in
child development, in a slightly different sense and from slightly different dimensions,
they would all agree that child development can not be fully understood without taking
into account the socio-cultural context in which child development occurs.
The development of immigrant Chinese children happens in a bicultural context, the
Chinese culture and the American culture. The values of both cultures will inevitably
influence the child rearing practice of the immigrant Chinese parents. To understand the
development of minority children one needs to look at the interaction between the
heritage culture and the contemporary dominant culture (Kim, 1994).
In this literature review, the researcher will take a closer look at the theories of
the three approaches in relation to the empirical studies on the topics of cultural values,
parental goals and caregiver-child interaction. More specifically, first, the research will
review the cultural models and then examine the values promoted by both the American
(host) culture and the Chinese (heritage) culture; second the researcher will take a look
at the existing research on parental goals in different cultures in general and parental
goals in particular as parental goals mediate between cultural values and child rearing
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practice which explicitly or implicitly influence the outcome of child development
(Harkness & Super, 1996; Goodnow & Collins, 1990). The special focus of the review
will be on the socialization goals of the immigrant Chinese families; third, the
researcher will give a detailed theoretical literature review on the sociocultural approach
and then scrutinize the findings about variations and similarities in the patterns of
caregiver-child interaction cross-culturally. It is assumed that parental goals should be
manifested or instantiated in parent-child social interaction as snapshots of daily
childrearing practice. Parental goals heavily influence childrearing practice including
infant sleeping arrangement, attachment behavior and parent-child communication
(Harwood, 2002). The variability of parental goals generates variability in patterns and
styles in parent-child interaction (Greenfield, 1997).
In sum, this review intended to look at the existing research on parental goals,
mother-child interaction and the relations between the two under the following
assumptions aiming at understanding the variability in the social construction of child
development: (1) parental goals for child development are reflections of cultural values;
(2) parental behaviors are expressions of parenting ideas; (3) parental ethnotheories in
general and parental goals in particular are inevitably instantiated in mother-child
behaviors. Therefore, parent-child daily interactions embedded in a sociocultural
context are reflections of cultural values and expressions of parental goals.
The cultural models of child development
The cultural models, independence verses interdependence or individualism
verses collectivism have been widely used to identify and understand commonalities as
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well as to analyze and interpret the variability in childrearing practice regarding
developmental goals, parenting ethnotheories and caregiver-child interaction (Rogoff,
2003; Greenfield, 1994, Greenfield et al. 2000, Greenfield et al. 2003, Markus and
Kitayama, 1991; Triandis, 1995; Harwood et al, 1996, 2000; Chao, 1995; Kagitcibasi,
1996, 2005). As the outcome of the ecocultual environment, the socioeconomic
structure of a society and the human ecology or type of community (Greenfield, 1994,
LeVine, 1988, 1994, Harkness & Super, 1996; Keller, et al 2006). These cultural
models orient the pathways of child development manifesting in the formation of
parenting ideas and parent-child relations.
According to Greenfield (2003), the distinction between independent and
interdependent pathways of development originates in cross-cultural comparative
research on social development conducted by Whiting and Whiting (1973) to identify
altruism and egoism as outcomes of different socialization practices under different
environmental conditions and her own research with Bruner (1966) on cognitive
development regarding metacognitive self. This type of distinction was elaborated by
Mundy-Castle (1974) in her study on the contrast of social and technological
intelligence. Later research by Dasen & De Riberupierre (1987), Serpell (1994)
Sternberg et al. 1981, and Wober (1974) on technological intelligence in different
cultures also contributed to the development of the concept of independence and
interdependence pathways of human development (Greenfield et al, 2003).
The individualistic pathway or paradigm emphasizes individual rights and
personal choice in social obligations and responsibilities with the goal to prioritize
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individualization. The interdependent pathway or paradigm stresses the priority of
social responsibilities and obligations to individual interest with the goal to conforming
(Greenfield et al, 2003) to established social norms. The individualistic pathway values
autonomy, choices of decision making, assertive and self-expression. On the other hand,
the collectivistic pathway values interdependence, groupness, cooperation, conformity
and obedience (Kitayama, 2002). Individualism as a central idealized value is prevalent
in Western cultures while collectivism as the desired value is popular in the eastern
cultures. Parents from such cultures as Japanese (Kitayama, 2002) and Chinese (Chao,
1995) emphasize collectivistic values in their childrearing practice while parents from
such cultures as the United States (Richard, 1988) and Dutch (Harkness, et. al, 2000)
stress on individualistic values.
Killen & Wainryb (2000) criticized the construct of interdependence versus
independent as too simplistic. “Cultures and individuals in cultures cannot be accurately
described in terms of single categories or orientation.” (p. 17). They pointed out that
when cultures are pigeonholed into dichotomous categories, the complexities and subtle
differences are overlooked. They also argue that the features of individualism and
collectivism can coexist in the same culture. So they proposed viewing these two
cultural characteristics not as dichotomous, but as two ideal types at opposite poles of a
continuum.
More recently Kagitcibasi (1996, 2005) proposed a model of autonomous¬
relatedness to describe as well as account for the ideology of parents for childrearing
practice as a result of urbanization and economic development - the transition from one
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type of cultural economic practice (agrarian economy) to another type of cultural and
economic (industrial economy) practice. This model also conceptualized as ‘the model
of psychological interdependence’ is a ‘dialectical synthesis’ of the characteristics of
the two models - interdependent and independent, involving material independence but
psychological interdependence between generations. In this model both autonomy and
relatedness are viewed as human basic needs. Therefore, parenting practice instills both
relatedness and autonomy in children. Parenting goals and practice following this model
is seen as adaptive behaviors given the changing sociocultural and economic
environment.

This proposed model may help us to have a better understanding of the

child-rearing practice of the immigrant families who come from the collective cultures
to the individualistic cultures.
A recent study by (Keller, et al, 2006) examined the validity of the constructs of
three cultural models (independence, interdependence and autonomous-related)
involving 204 mothers of 3-month-old infants from different counties: Cameroon, India,
Mexico, Costa Rica, United States, China Germany and Greece. The researchers
assumed that the childrearing practice of Germans, Greeks and Euro-Americans
represented the independent cultural modes, that of the Cameroonian Nso farmers and
Indian Gujarati villagers represented the interdependent model and that of the Costa
Ricans, Chinese, Mexicans and Indians embodied the autonomous-related model.
Familism as an operational construct was tested among the different groups. The
research findings confirmed the classifications and also suggested that socialization
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goals mediate between broader sociocultural orientations (Familism) and parenting
ideas about good parenting.
Different culture models generate different socialization goals, parenting ideas
for the ideal child, child—rearing practice and styles of parent-child interaction
(Greenfield, 2000; Harkness and Super 2000; Harwood, 2002, LeVine, 1988; Rogoff et
al. 1993). Parents from different cultures hold different ideas about the best practice of
child-rearing and

socialization goals. In the study conducted by Harwood et al (1996)

involving Puerto Rican families and Anglo-American families on their socialization
goals for their children they found that the Puerto Rican mothers hold the cultural ideals
of interdependence. Their ethnotheories stress decency (responsibility, honesty) and
proper demeanor (politeness, respect for elders, and loyalty to family) for social and
cognitive developmental domains. Participants from Western industrialized cultural
communities subscribe to the cultural ideal of independence; their ethnotheories stress
self-maximization and independence (creativity, curiosity, assertiveness, self-esteem).
These cultural orientations persist across various socioeconomic and educational
backgrounds (Keller 2002, Harwood et al, 1996).
A marked difference in values regarding child rearing practice between Chinese
culture and American culture is well documented. Parental control, conformity,
obedience, strict discipline, educational achievement, filial piety, respect for elders and
group-identification are strongly emphasized in Chinese culture (Ho, 1989, 1994; Chiu,
1987; Lin & Fu, 1990; Tobin, et al., 1989; Wu, 1985;). In addition, the training of good
habits, self-control, and appropriate behavior starts early in day-care in the People
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Republic of China. In modern Chinese culture, such qualities as thinking about others,
being polite and courteous to others and sharing with others are instilled in young
children (Lee, 1992). In American culture, independence, autonomy, self-reliance, self¬
assertiveness and verbal expressiveness, sociability and respecting other's rights are
highly valued (Harkness and Super, 1992; Hoffman, 1988; LeVine, 1974, 1988; LeVine
et al., 1994; Richman et al., 1988). In addition, the ability to make their own choices
(Harkness & Super, 1992; Richman et al., 1988), and the rights and priority of
individual are emphasized (Tobin, et al., 1989). In sum, the available literature suggests
that Chinese culture varies in values from American culture. The values from the two
different cultures are presented in the literature as at opposite poles of the cultural
continuum from separation to connectedness or from independence to interdependence.
The importance of studying child-rearing practice in relation to parental goals
The importance of studying parental goals as part of context for child
development has long been recognized and recently emphasized by scholars who
studies child development in social context (Harkness and Supper 1996). Goodnow
(1996) pointed four reasons for studying parents’ ideas including parental goals and
Harkness and Super (1996) elaborated the four reasons. First of all, parental ideas are
reflections of the culture, therefore, can “provide a window into the culturally
constituted self’ and are regarded as “an interesting form of adult cognition and
development” (p. 315). Secondly, parental ideals allow for better understanding parental
behaviors. Thirdly, parental ideas are parts of child development context. Finally,
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parental ideas can be an entry to understanding cultural transmissions from one
generation to another, and cultural change.
Rogoff et al, (1993) emphasized the point of understanding caregiver-child
interaction in relation to parental goals: “To study children’s communication with their
caregivers without attention to cultural variation in goals for development would be like
attempting to learning a language without trying to understanding the meaning it
expresses (p.9). They stated further ‘"to understand development, we must examine
children's involvement in activities in terms of its function in achieving locally valued
goals. ... interpreting the activity of people without regard for their goals renders
observations meaningless. .. Even in the toddler years, children’s participation in
activities with their caregivers reflects development toward the goals of functioning
within cultural institutions and technologies of skilled social practice in later years”.
They continued to argue that “basic to cognitive differences across cultural groups are
variations in institutions of learning, such as schools and apprenticeships, and their
attendant values and technologies (p.10).” Greenfield (1994) also strongly emphasized
the importance of studying child development in the context of understanding parental
goals and cultural values. “Only by viewing behavior and thought processes in relation
to people’s goals and values is it possible to go beyond the identification of cultural or
other group differences and understand the adaptive function and meaning of those
differences for the actors (p.3).”
All the fore-mentioned scholars of cultural psychology elucidated the
importance of studying child development in relation to parental goal and cultural
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values. For them, it is impossible to have a full understanding of the child without
looking at parenting cognition and cultural values at large.
Parental goals are universal, hierarchical and closely associated with the
economic practice and cultural values of a particular culture (Greenfield, 1994; LeVine,
1974, LeVine et al. 1988, LeVine et al. 1994). LeVine (1974, 1988) distinguished
parental goals from ‘what they want from their children's' with ‘what they want for
their children’. He argued that all parents of different cultures hold developmental goals
for their children. The goals shared by all parents include physical survival and health, the
acquisition of economic capacities, and the attainment of culturally defined virtue (LeVine,
1988). Parents tend to give priorities to the lower level goals then to the higher level
ones. For parents, infant survival in more important than the development of capacities
for socioeconomic participation which receives more emphasis than the development of
culturally defined qualities. At the lowest level all parents want to ensure their children's
safety and bring up their children healthy and free of harm physically. At the next level all
parents want their children to master the necessary skills that are required for their life
sufficiency. In the highest level parents want their children to develop in them the
culturally desired qualities. From early on parents try to develop and instill such qualities
valued by the society at large and attitude to ensure their children's happiness in life.
Parents go through with the children the entire socialization processes until the children
function independently in the society.
In LeVine' views, parental care strategies are adaptive behaviors based on parental
goals. They are constituted by historical changes in demographic, cultural and socio-
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economic conditions. In agrarian societies, where child survival is at risk, ensuring their
children's lives becomes the primary goals of the parents during the first two years of their
life. In urban-industrial societies, where infant survival is no longer the major concerns,
developing economic capacities or culturally valued qualities in the child become the focus
of parental care. For example, the goal of Gusii mothers, in the study by LeVine and his
associates (1994), was to maximize the number of surviving children through the practice
of spacing births, prolonged breast-feeding and co-sleeping. On the other hand, the goal of
Boston mothers, in the study by Richman and his colleagues (1988), was to foster such
culturally valued qualities as independence and sociability through verbal communication
and social play. LeVine (1988) argues that parental behaviors are cultural specific. It is the
patterns of child rearing behavior in a particular cultural that directly influence child
development. "Cultural as well as socioeconomic and demographic factors continue to be
influential in differentiating parental behavior" (p. 11). It is clear that LeVine (1988)
delineates parental goals as determined or shaped by cultural values, socioeconomic
conditions and demographic environment. Goodnow (1990) pointed out the role that
cultural values play in child-rearing practice and stated that an appreciation of the
influences of culture on childrearing values and parenting behavior will help us to
understand the deeper meanings that these behaviors have for the parents and children
that we study. Greenfield (1994) also emphasized that cultural values are essential to
understand the cultural variability of developmental goals and acquisition of culture in
different social contexts.
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Studies on parental goals and strategies of immigrant Chinese are limited.
However, a few studies have compared Caucasian, Chinese, and immigrant Chinese
families in reports of child-rearing attitudes, goals and behaviors. Lin and Fu (1990)
compared Chinese parents in Taiwan, immigrant Chinese parents in the United States from
Taiwan and Anglo-American parents and found that immigrant Chinese parents tended to
be more controlling and less expressive of their affection than Caucasian American
parents. They were more likely to emphasize academic achievement and encourage
independence than their Caucasian American counterparts. In other words, the Chinese
groups were high on both control in child rearing and encouragement of independence and
academic achievement. Another study on child-rearing attitudes by Chiu (1987), with a
sample of Taiwanese, Anglo-American and Chinese American mothers, found that 1) the
Chinese American mothers were more restrictive than Anglo-American parents and less
restrictive than Taiwanese parents, and that 2) Chinese-American mothers were the most
democratic, the Anglo-American parents were the least democratic and the Taiwanese
parents were in the middle and that 3) Chinese-American mothers showed more rejection
to their children than their Chinese and Anglo-American counterparts.

The only study on

parental goals and parenting methods by Kelley and Tseng (1992), using a 14-item
questionnaire reported that no differences in child-rearing goals were found between the
immigrant Chinese mothers and Caucasian American mothers. These 14 items include
politeness,
knowledge,

self-reliance,
sociability,

and

concern

assertiveness,

for others,
achieving

originality,
goals,

self-harm,

effectiveness,

morality,
emotional

adjustment, obedience and inconveniencing others. They also found that Caucasian
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American mothers scored higher on nurturance, responsiveness to child input, non
restrictiveness, consistency, and rule setting, whereas immigrant Chinese mothers reported
more physical punishment and yelling at the child. Therefore, while the two groups hold
similar goals for their children, they differed in their parenting methods. There are obvious
limitations in the studies. First, the subjects of the earlier studies on child rearing practice
confined to immigrant Chinese from Taiwan. Therefore, the majority of the Chinese
immigrant population from mainland China was not presented in the studies.

Second,

parental goals were studied using questionnaires with a number of pre-packaged selected
variables. This method left no choice for the subjects to articulate whatever individualized
developmental goals they had for their own children.
Recent studies on cultural models and developmental goals
Drawing from the theoretical frame work of Markus and Kitayama (1991 see
Table 2.1) Ruth Chao (1995) studied whether the cultural models of individualism and
collectivism have a directive force that is apparent in personal beliefs that mothers hold
about childrearing. This study involved 48 immigrant Chinese mothers, mostly from
Taiwan and 50 European American mothers. Their children ranged in age from two to
five years old. Chao obtained her data based on two interview questions about the
mother’s view of childrearing and the importance for raising children. She identified 9
themes from the interviewing data with the American mothers and 8 themes from the
Chinese immigrant mothers from the implicit as well as the explicit wording of the
mothers (see Table 2.2). From the findings Chao categorized 6 common tasks for
mothers of both cultural groups: making the child feel loved; building skills for success;
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teaching a value for others; teaching skills for relating to others; fostering independence
and building some group-related identity or roots. She compared the childrearing goals
of the two cultural groups and concluded that there were both variations and similarities
in maternal beliefs in parenting goals and childrearing practice. Both cultural groups
had the same 6 common tasks for parenting and both stressed the importance of loving
the child (See Table 2.3). However, the Chinese group of mothers emphasized the
importance of love for fostering a close parent-child relationship while the group of
European-American mothers stressed the importance of love for enhancing the child’s
self-esteem. For the immigrant Chinese mothers, parental love and sacrifice were
crucial for developing loving and harmonious family relationship. Therefore, the
parental goals of the Chinese immigrants can be categorized as relational while the
parental goals of the European-American are individual. The two groups also differ in
that the American mothers considered self-esteem as the foundation for successes and
happiness while the Chinese mothers viewed a good education as the essential key to
success. Both the mothers of immigrant Chinese and the European-American mothers
talked about the importance of raising an autonomous child. However, the former
emphasized the importance in terms of self-reliance whereas the latter stressed more on
the autonomous and separated self from the family. Independence for the American
mothers consists of 1) making own decisions; 2) break away from the parents; 3) do
things on their own; 4) questioning ;5) develop child’s own way of doing things; 6)
separateness from parents in action and thought (Chao, 1995, p. 339).
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In sum, the studies on both parental goals and parenting methods are limited and
rare. Studies including the population of immigrant Chinese from mainland China are
needed if a whole picture of child rearing practice is appreciated and valued.
Table 2.1 Markus and Kitayama (1991) Review of the Cultural Construal of the
Self
Independent construal

Interdependent construal

1. Individual separate from others and
social context

1. Person in relation to others

2. Describe person according to internal
attributes (psychological attributes or
generalized trails)

2. Describe person according to specific
behavior related to specific context

3. Internal attributes remain fairly stable
across relations or situations with others

3. Context determined by situation, social
role, or rules of interaction

4. More focus on the expression of these
internal attributes
5. Stress emotions that more ego-focused
(anger, pride)

4. Focus on developing a highly
differentiated and sensitive knowledge of
others and rules of conduct
5. Report emotions that are more otherfocused (sympathy, shame)

6. Need to be experts in the experience and
expression of these emotions

6. Experts in managing the experience and
proper expression of these emotions

7. Concerned with a consistency between
feeling and action

7. Concerned with restraining feelings and
emotions to avoid negative expression

8. Individually oriented motive to achieve
(desire to achieve some internalized
standards of excellence)

8. Stress a socially oriented motive to
achieve (desire to meet expectations of
others)
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Table 2.2 Childrearing Themes for European American and Immigrant Chinese
Mothers
European American mothers

Immigrant Chinese mothers

1. Providing consistency, love, making the
child feel safe

1. Loving the child of fostering a good
relationship with the child

2. Building the child’s self-esteem or selfconfidence

2. Valuing education for the child

3. Creating an environment for learning
and exploring

3. Stressing combination of obedience and
respect with the child’s making choices

4. Instilling values (respecting others,
values of money and work

4. Teaching respect others

5. Processing feelings with the child
(getting in touch with feelings labeling and
articulating them to others)

5. Fostering good personality, ability to
get along with others, and adaptability

6. Stressing independence and
individualism

6. Instilling good moral character (good
judgment, honesty, good person)

7. Providing a “child-centered”
enviromnent and a developmental
appreciation of the child

7. Teaching child to be independent or
self-reliant

8. Stressing importance of family and
community

8. Maintaining Chinese culture

9. Having fun with child, making the
child's life enjoyable
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Table 2.3 Prioritization of Both Groups of Mothers
Chinese

European American

Making the child feel loved
1. Loving the child abstering a good
relationship

1. Providing consistency, love, making the
child feel safe

Building skil s for success
2. Valuing education for child

2. Building the child’s self-esteem
3. Creating an environment for learning
and exploring

Teaching a value for others
3. Stressing combination of obedience and
respect with child's making choices

4. Instilling values (respecting others,
value of money, and responsibility)

4. Teaching respect for others
Teaching skills for relating to others
5. Processing feeling with the child
(labeling and articulating feelings)

5. Fostering good personality, ability to
get along with others and adaptability
6. Instilling good moral character (good
judgment, honesty)

Fostering independent
6. Stressing independence and
individualism

7. Teaching child to be independent or
self-reliant

7. Providing a “child-centered”
environment and a developmental
appreciation of the child
Building some group-related identity or root
8. Stressing the importance of the family
8. Maintaining Chinese culture
and community
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Sociocultural approach and the patterns of caregiver-child interaction in different
cultural contexts

A Socio-cultural Approach to Child Development
The following focuses on the discussion of the sociocultural approach to child
development: its features, major conceptions, and related empirical research.
Sociocultural theory has its roots in the writings of Hegel, Marx and Engels
(Wertsch, 1985, 1991; Newman, & Holzman, 1993). According to Marxist theory, the
mind is the product of social-historical change and the result of creation and use of tools in
human labor. Therefore, to understand human mental functions we need to understand the
social-historical context, the dynamics of historical change and the use of tools in human
activity. The sociocultural approach grew out of Vygotsky's attempt to formulate a
Marxist psychology in the former Soviet Union (Wertsch, 1985). The introduction of the
sociocultural approach to child development in the United States only began in the 1970s
and 1980s (Sternberg & Berg, 1992). The Neo-Vygotskian theorists, (Wertsch, 1985;
Rogoff & Wertsch, 1984; Wood, Brunner, & Rose, 1976; Rogoff 1990; Valsiner, 1988;
Newman, Griffin & Cole, 1989; Tharp & Gilmore. 1988; Wertsch & Kanner, 1992) have
explained, elaborated and verified some aspects of the sociocultural approach to child
development.
Many other terms have been used for the sociocultural approach in literature by
different scholars (Wertsch & Alvarez, 1995). Among them are "sociogenetic perspective"
(Valsiner, 1994, p. 207-208), "cultural-historical" (Zinchenko, 1995, p. 37) "socio-culturalhistorical psychology" (Cole, 1995, p. 212-213), and the "socio-historical approach" (Rosa
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& Montero, 1990, p.59). According to Wertsch (1989), the goal of a sociocultural
approach is to explicate the relationships between individual mental processes and the
cultural, institutional, and historical situations in which the former are situated. Thus, a
sociocultural approach to child development must explain any aspects of development in a
child without separating the individual child's mental activity from the social context in
which it occurs. Therefore, researchers, using a sociocultural approach, to child
development are concerned with how a child's mental activity reflects and creates the
social relations and specific settings in which it functions. For example, such a researcher
might investigate the development of number concept in children through number
reproduction activities as a result of social processes or study the similarities or differences
in communicative patterns between caregivers and children as a result of different cultural
practices.
The Features of the Sociocultural Approach
The sociocultural approach to child development is deeply grounded in the theory
of Vygotsky, the Soviet developmental psychologist (Wertsch, 1985; Rogoff, 1990; Moll,
1990). Throughout his writings, Vygotsky strongly emphasizes a holistic analysis, genetic
method, the social nature of psychological processes and the importance of mediational
means in the development of higher mental functions (Wertsch 1985, 1989, 1991, 1992;
Moll, 1990).
In developing an approach to psychology that accounts for conscious experience,
Vygotsky (1978) distinguished between elementary mental functions and higher mental
functions. The former includes basic processes of sensation, perception, memory, attention
and the like; the latter includes intentional memory, strategically directed problem solving.
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and voluntary attention. Wertsch (1985 p. 27) summarizes the features that differentiate
higher and elementary mental functions: voluntary control, conscious realization, social
origins and nature, and mediation by psychological tools characterize higher mental
functioning in Vygotsky's account. Elementary mental functioning, in contrast, is
characterized by control by the natural environment, an absence of conscious realization,
individual origins, and a lack of mediation by psychological tools.
Vygotsky (1994) exemplifies the elementary functions with an anecdote of a boy
being asked the difference between a tree and a log. The boy responds by stating that he
has not seen a tree, nor does he know of any tree, yet there is a lime tree growing just
opposite his window. When he is asked what that is, he answers that it is a lime tree. In this
instance, the boy is not capable oflogical reasoning beyond immediate perception, nor is
he able to tell the difference between a tree and a log from word meaning. His thinking is
not independent of the immediate physical environment. Therefore, his thinking is still at
the level of elementary mental functioning.
The Genetic Method
Vygotsky's genetic perspective includes four aspects: phylogenetic (pertaining to
the origin and development of the human species through evolution), cultural-historical
(pertaining to the development of humans throughout history), ontogenetic (referring to the
development of the individual through childhood and adulthood), and microgenetic
(referring to the changes in skill or competence at a single task) (Wertsch, 1985). For
Vygotsky (1978), to understand a behavior one needs to examine its origin and the
transitions that it has undergone. In his words, [to study higher mental functions]" we need
to concentrate not on the product of development but on the very process by which higher
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forms are established (p. 64).” To study something historically means to study it in the
process of change" (p. 65) for "it is only in movement that it (a given thing) shows what it
is" (p. 65). As Wertsch (1992) has noted "attempts to unpack the nature of mental
processes by analyzing only the static products of development will often be misleading."
(p.330). Therefore, it is essential for the sociocultural approach to examine the history, the
process, and changes of a behavior in order to understand that behavior. An example
might be the study conducted by Saxe and his colleagues (1984). To understand the
development of number representation in preschool children, they studied the reciprocal
process of mother-child social interaction and changes in children's goal structure as a
result of the social process. They asked children to reproduce a set of numbers in
correspondence to the given numbers of pictures using a model taking into account
"cultural task context".
The Unit of Analysis
Holistic analysis of a psychological process is another aspect that Vygotsky
emphasizes in psychological study. Vygotsky (1987) argues that it is invalid to study the
nature of a complex psychological whole by analyzing it into separate elements; for the
features of a whole do not exist in the features of its constituent parts. He illustrates this
point through the well-known water analogy: It (analyzing complex psychological wholes
into elements) may be compared to the chemical analysis of water into hydrogen and
oxygen, neither of each possesses the properties of the whole and each of which possesses
properties not present in the whole. “The student applying this method in looking for the
explanation of some property of water - why it extinguishes fire, for example -will find to
his surprise that hydrogen burns and oxygen sustains fire “(Vygotsky 1987, p.4).
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Therefore, a unit of analysis must contain the essential features of the phenomena
under study as an integrated whole. In Moll’s (1990, p. 6) words, it must be "psychological
activity in all its complexity, not in isolation". Zinchenko (1985) has synthesized
Vygotsky's requirement for the unit of analysis and has pointed out that a unit must be a
living, developing and unified whole that cannot be further decomposed. It must not only
reflect the internal unity of mental processes but also allow the examination of the
relationship between a specific psychological function and the entire context in which it
occurs. Wertsch (1985) has suggested that such a unit of analysis be goal-directed and
tool-mediated-act ion. In the study of child development, Rogoff (1990, 1995) has
proposed that the unit of analysis be the sociocultural activity or event, a unit that permits
the researcher to examine the interrelatedness of the individual and the social world and to
understand child development at different planes: individual, interpersonal and
constitutional. She argues (1995, p. 141): Without an understanding of such mutually
constituting processes a sociocultural approach is at times assimilated to other approaches
that examine only part of the package. For example, it is incomplete to focus only on the
relationship of individual development and social interaction without concern for the
cultural activity in which personal and interpersonal actions take place. And it is
incomplete to assume that development occurs in one plane and not in others (e.g., that
children develop but that their partners or their cultural communities do not) or that
influence can be ascribed in one direction or another or that relative contributions can be
counted (e.g., parent to child, child to parent, culture to individual).
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The Role of Mediational Means
As already mentioned above, “mediational means" or "cultural tools" play a very
important part in the development of human higher mental functions in Vygotsky's theory,
especially language. (Vygotsky, 1994, 1978; Wertsch, 1985, 1991, 1992; Wertsch&
Alvarez 1995; Moll, 1990) First, they are the bridge between the social and individual
planes of human functioning. In other words, the psychological tools such as language
channel the transformation of the social processes from the social to the individual planes
as in communication. Second, as part of psychological process, they not only facilitate
human action but also shape and change the structure and process of the mediated action.
In Vygotsky's words: " The inclusion in any process of a sign remodels the whole
structure of psychological operations, just as the inclusion of a tool remodels the whole
structure of a labor operation" (Vygotsky, 1994, P. 61-62). Third, as part of social context,
mediational means are themselves social in nature in the sense that they are products of
sociocultural history and created for social purposes and interpersonal communication,
such as face-to-face verbal interaction (Vygotsky, 1978, 1987; Wertsch, 1985, 1991,
1992). Wertsch & Alvarez (1995) have noted: Mediation is a key to understanding human
action and human nature. [Therefore,] mediational means, or cultural tools must play an
essential role in the basic formulation of sociocultural research. In particular, they provide
the link or bridge between the concrete actions carried out by individuals and groups, on
one hand, and cultural, institutional, and historical settings, on the other (p. 21).
From this perspective, one aspect of the study of child development might be the
study of how different forms of social interaction are related to different forms of mental
processes in an individual child through an examination of the processes of mediated
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action or sociocultural activity in which an individual child's mental functioning is
embedded.
The Social Nature of Child Development
One of Vygotsky's fundamental claims is that higher mental functioning lies in
human social life. Individual intelligence is the internalized form of social relations and is
embedded in sociocultural practices. Social relations and cultural activities not only create
the context for individual mental functions but also determine the process as well as the
outcome of the mental functions. The social formation of individual mind is evident in
Vygotsky's work Mind in Society: Any function in the child's cultural development
appears twice: First, on the social level, and later, on the individual level; first, between
people (interpsychological), and then inside the child (intrapsychological). “This applies
equally to voluntary attention, logical memory, and the formation of concepts. All the
higher functions originate as actual relations between human individuals.’' (Vygotsky,
1978; p.57).
An incident I encountered may illustrate the relationship between intramental and
intermental functioning. During a visit to a friend, I observed the friend's three and a half
year old son. Mason. He would say his hands were dirty when he could not do or did not
want to do something. On one occasion his mother asked him to fetch his apple juice from
the table, to which he responded "Mommy, Mason can't do it. Mason's hands are dirty."
On another occasion he was told to put away the toys he had finished playing with and he
refused for the same reason. I asked the mother why Mason would say his hands were
dirty when he could not or did not want to do what she requested. She told me that she
sometimes told him she couldn't peel him an apple or orange because her hands were dirty.
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Mason picked up her words and applied them to different situations. Obviously, Mason's
form of reasoning is not exactly his mother's form of reasoning. However, its origin can be
traced to his communication with his mother— the precursor of the child's own form of
reasoning. In this example, the child began to use the same form of behavior in relation to
himself that the mother initially used in relation to him.
According to the Vygotskian perspective, to understand the development of an
individual child we must understand the social relations and the sociocultural context in
which child development is situated for "the specific structures and processes of
intramental functioning can be traced to their genetic precursors on the intermental plane"
(Wertsch, 1991, p. 27).
It is also evident that individual mental functions, such as thought and memory, are
not only embedded in one-to-one interpersonal relations but also in group relations.
People can think and remember collectively (Wertsch, 1985, 1991, 1992; Rogoff &
Wertsch, 1984, Tharp and Gallimore, 1988). For example, I observed a writing lesson in
which the task was to write about a field trip the third graders had had a few days ago. The
teacher posed questions to activate the students' memory and thinking process. She then
invited everyone in the class to articulate their own expressions which she immediately
copied down on a blackboard, regardless of errors. After finishing the first draft of the
composition, the teacher allowed the students to edit the "socially constructed" writing in
small groups. In this lesson, the composition was the joint efforts of everyone in the class
under the guidance of the teacher, and the social group jointly carried out the thinking or
reasoning process rather than an individual. When the learners internalize the writing
process and bring away with them the mental functions which carried out in the social
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interaction the entire learning process and outcome become the ownership of each
individual learner. Thus, individual thought derives from the social process, and the group
as a whole as well as each individual acts as thinking agents.
From the sociocultural perspective, (Vygotsky, 1978;Rogoff, 1984, 1990, 1993;
Greenfield, 1984; Wertsch, 1991, 1992) sociocultural context affects child development at
an interpersonal level through face-to-face interaction and at a sociocultural level through
the participation in cultural activities. At the interpersonal level, parents or other members
of the society select, organize, and provide guidance for the child daily activities. They
assign meanings to a child's first gesture and orient an infant's attention or interest to an
object (Lisina & Roshka, 1985). Knowledge about tools and social practices are
transmitted to children through interaction with more capable social others (Vygotsky,
1978; Rogoff et al., 1984b). At the sociocultural level, social activities and cultural
practices are the sources of individual child thinking. Learning tasks in schools and social
activities at home and in the society are culturally defined. Different cultures provide
different sources and emphasize different social practices (Rogoff et. al., 1993). This
implies that an understanding of an individual child's development can be achieved
through examining the parent-child, teacher-child or child-child relations and the broad
sociocultural context in which the relations are embedded.
To summarize, the sociocultural approach, based on Vygotsky's theory of
psychological development, emphasizes:
(1) The embeddedness of child development in different social-cultural-historical
contexts, which create and reflect different forms of mental functioning because human
higher functions are assumed to be socially originated, historically formed and culturally
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transmitted. A child's mental change and the social context in which it occurs are
interrelated because individual and social processes are considered to be an inseparable
entity and constituted for each other;
(2) Processes and changes as the focus of inquiry, as change is regarded as inherent
in cultural practice, and only processes are regarded able to reveal the nature of a
psychological phenomena;
(3) Using activity, event, or goal-oriented and tool- mediated-action as a unit of
analysis for research, as it is presumed to be a whole that possesses the true features
of the problem under study and the features of a whole are not equal to a sum of the
features of its parts;
(4) The need to understand mediational means, which is "instrumental in
restructuring the mind" (where does the quote come from?), a part of a psychological
process and the bridge between the socially-regulated and self-regulated behavior.
Other Related Theoretical Conceptions
A fuller understanding of the sociocultural approach to child development requires
a further discussion of some other Vygotskian and Neo-Vygotskian theoretical concepts.
Internalization
As stated above, Vygotsky viewed individual mental functioning as the
transformed form of human social relations. How does this transformation from social to
individual happen? Vygotsky postulated that this is manifested through the process of
internalization channeled by semeiotic mechanism in social interaction among people.
Internalization is defined by Vygotsky as "the internal reconstruction of an external
operation'll 978, p. 2), by Wretch (1985, p. 65) as "the transformation" of external activity
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into internal activity” and "the process of gaining control of external sign forms", and by
Lawrence and Valsiner (1993, P.151) as "constructive transformation" of social processes
involving a child's active reconstruction of his or her own individual mental functioning.
According to Vygotsky (1978, p.57) this process consists of a series of transformations:
(a) An operation that initially represents an external activity is reconstructed and
begins to occur internally;
(b) An interpersonal process is transformed into an intrapersonal one;
(c) The transformation of an interpersonal process into an intrapersonal one is the result of
a long series of developmental events.
This process is explained by Leont'ev (1981, p.57) as "not the transferal of an
external activity to a preexisting, internal 'plane of consciousness': it is the process in
which this plane is formed." Therefore, from this theoretical perspective, internalization
starts as a social process with a co-construction of both social agents. In this process, the
internal is not a replica of the external. Internalization undergoes functional as well as
structural changes. The use of signs, such as words, channels or mediates this process. It
is a genetic or developmental process. As Wertsch (1985, P. 66) put it: Vygotsky's
account of internalization is grounded in four major points: (1) Internalization is not a
process of copying external reality on a preexisting internal plane; rather, it is a process
wherein an internal plane of consciousness is formed. (2) The external reality at issue is a
social interactional one. (3) The specific mechanism at issue is the mastery of external sigh
forms. And (4) the internal plane of consciousness takes on a "quasi-social" nature because
of its origins.
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Rogoff (1990, 1995) uses the term "appropriation" or" participatory appropriation"
instead of the term "internalization" to emphasize the dynamic, interdependent nature of
the process and the active role of the participants in cultural activities. For Rogoff,
"appropriation” refers to the change resulting from a person's own participation in an
activity, not to his or her internalization of some external event or technique" (Rogoff,
1995, p. 153).
We can refer back to the example of Mason to illustrate these points. First,
Mason's way of reasoning derives from his social interaction with his mother. Second, the
internalization process is manifested when the child takes the ownership of the mother's
words. Third, although the child utters the same words as his mother does, the meanings
each assigns to the words are not exactly identical. While the mother stresses the hygienic
sense of not peeling an apple or an orange with dirty hands, the child represents his
inability or unwillingness to do what is being asked. That the mother's hands are dirty is
the reality; the dirtiness of the child's hands is strictly imaginary. Finally, the child's form
of reasoning or use of words is not exact copy of the mother's. It is apparent that the child
is reconstructing his own meaning of utterances used during the course of communication
with his mother.
The Zone of Proximal Development
Where does the internalization happen? From a Vygotskian perspective, it happens
in the "zone of proximal development" which is defined as the discrepancy between what a
child can not do alone and what he/she can accomplish with the assistance of more
knowledgeable adults or peers. That is the distance between a child's "actual
developmental level as determined by independent problem solving" and the higher level
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of "potential development as determined through problem solving under adult guidance or
in collaboration with more capable peers" (Vygotsky, 1978, p.86). Cognitive change
occurs in this "construction zone" (Newman, et al, 1989) and educational instructions are
most effective given in this" dynamic region of sensitivity" ( Wertsch, 1985; Tharp &
Gallimore, 1988).
Vygotsky introduced the concept in relation to problems in assessment and
educational instructions (Vygotsky, 1978; Wertsch, 1991, 1992; Rogoff & Wertsch, 1984).
According to Vygotsky (1987a), the assessment of the contemporary psychological test
can only indicate a child's level of actual development, it cannot reflect a child's level of
potential development, which is often revealed in a joint activity with the help of more
competent others or through a teacher's prompting questions in a problem solving task.
"To determine the state of the child's development on this basis (actual development)
alone, however, is inadequate" (p. 208). Regarding to effective instruction Vygotsky
pointed out: Instruction is only useful when it moves ahead of development. When it does
it impels or wakens a whole series of functions that are in a stage of maturation lying in the
zone of proximal development. This is the major role of instruction in development (p.

212).
The concept of ZPD has encompassed the key ideas of Vygotsky's theory. The
essence of the concept is the constructive transformation of mental functions from the
intermental plane to the intramental plane (the social nature of individual thinking) through
social interactions (the mediational means) during the course of a child's "appropriation" of
social relations (internalization) and collaboration in joint problem-solving task or cultural
activities under the guidance of more experienced social others (interrelatedness of
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individual, interpersonal and sociocultural processes). Rogoff (1990, 1993, 1995) has
extended the concept as guided participation. It refers to the process in which children
actively participate in socio-culturally structured activities under the guidance of social
members who are more skilled and competent in the cultural socialization process.
The 'guidance' referred to in guided participation involves the direction offered by
Cultural and social values, as well as social partners, the 'participation' in guided
Participation refers to observation, as well as hands-on involvement in an activity"
(Rogoff, 1995, p. 142).
Thus, a child's learning or development in the "zone" involves a child's own active
participation, and an "expert's" contingent support. It also requires both partners'
collaboration to bridge the discrepancies in their understanding of a problem-solving task
or cultural activities so that the child's understanding of a task can be stretched. This is a
reciprocal, dynamic, and dialectic process, wherein a child appropriates his/her problem¬
solving skills or knowledge provided by a culture in sociocultural activities during the
course of communication with a more skillful or knowledgeable partner.
Scaffolding
How does a more competent social partner guide or support a child's efforts to
reconstruct socially-constructed knowledge? The effective support is characterized by the
metaphor "Scaffolding", a term first used by Wood and Bruner and Ross (1976) to feature
adult's dynamic assistance to children's learning. Greenfield (1984, p. 118) has
summarized the features of a "scaffold" in building construction:
The scaffold, as it is known in building construction, has five characteristics:
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It provides a support; it functions as a tool; it extends the range of the worker; it allows the
worker to accomplish a task not otherwise possible; and it is used selectively to aid the
worker where needed, for example, when a carpenter is
working five feet from the ground.
Drawing on the study of the acquisition of weaving skills in Chiapas, Mexico
(Childs & Greenfield, 1980) and of the transition from nonverbal to linguistic
communication in language acquisition in Los Angeles using a middle class sample (Reilly
& Greenfield, 1982), Greenfield (1984, p. 135) identified and discussed six features of
"scaffold” in the child's learning in the zone of proximal development:
1. A scaffold adapted to the level of the learner ... ensures success at a task the
child cannot do on his or her own.
2. The amount of scaffolding needed and provided decreases as the skill level of
the learner increases. The teacher thus follows a moving zone of proximal development.
3. Ultimately, the scaffold becomes internalized, enabling independent
accomplishment of the skill by the learner.
4. For a learner at a given level of skill, a greater scaffold is provided as task
difficulty increases.
5. Scaffolding is integrated with shaping, the technique in which task difficulty is
also varied as a function of learner skill.
6. In both situations, teachers appear unconscious of their methods or of the fact of
teaching.
Scaffolding in guided participation involves gradual transfer of task responsibility
(the adult's decreasing role in regulating and managing task performance, giving the child
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increasing opportunities to perform independently different aspects of the task at hands)
from the expert to the novice, and the process of bridging between what a child has already
known and what he/she has to learn to accomplish a new task (Rogoff, 1984, 1990,
Rogoff, et. al., 1993). The goal of adults' scaffolding is to guide a child to achieve a
qualitatively new understanding of a task at hand so that the child is able to perform
similar tasks independently, while keeping the child working in the zone (Rogoff &
Wertsch, 1984; Wertsch, 1985).
Caregivers make connections between a child's previous knowledge and that which
is required for accomplishing a new task through specifying how the new situation
resembles the old, providing emotional cues about the nature of the situation, thereby
aiding children in understanding how to respond to a new situation. They structure
children's learning by selecting activities and materials they consider appropriate for
children's level of interests and skills, setting goals for a learning task and by regulating
task difficulties. They consistently assess children's moving level of understanding and
adjust their own instructions accordingly. They transfer task responsibilities to promote
independent problem-solving skills by extending children's skills, subdividing tasks into
manageable sub-goals, consistently assessing children's moving level of understanding and
adjusting their own instructions accordingly, sensitively withdrawing "scaffold" as the
child's understanding of the nature of task increases (Wood, et. al. 1976; Rogoff et. al.,
1984; Sax, et. al., 1984; Rogoff, et. al., 1993; Rogoff, 1990; Tharp & Gillmore, 1988;
Palincsar & Brown, 1984). In guided participation, or learning with scaffolding, children
are not passive recipients. They play an active role in the learning process. As infants, they
attract adult attention by cries and smiles (Tharp & Gillmore, 1988). They seek
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information about the world around them; they look to adults for interpretations of unusual
events and they provide clues of understanding as well as frustration in a given task for the
caregivers to gear their guidance and support (Rogoff et al., 1984; Rogoff, et al. 1993;
Wertsch, 1984; Diaz and Neal, 1991).
A Model of Assisted Performance
This process of "scaffolding" in ZPD or guided participation in everyday situation
is conceptualized by Tharp and Gallimore (1988) as a model of assisted performance in
formal classroom settings. They proposed a four-stage learning processes in the zone of
proximal development. At the first stage, student’s performance is assisted by teachers
through modeling, questions, feedback and cognitive structuring. During this stage, the
task of the teacher is to accurately access students' current level of understanding of the
nature and goals of a task, and to tailor instruction accordingly. The role of the student is to
assist the teacher to facilitate their learning or participation in a learning task. The student
undergoes a change from other-regulation to self-regulation, decreasing the task
responsibility for teachers and increasing learning responsibility for oneself. At the second
stage, performance is carried out by the self as and is manifested by self-directed speech.
At the third stage, performance is developed, automatized or internalized. During this stage
"assistance" is considered unnecessary, disruptive or even irritating because performance
here is "fossilized". At the final stage, de-automatization of performance leads to recursion
back through the zone of proximal development. Therefore, "the process of internalization
shifts the zone of proximal development, as yesterday's nascent skill becomes today's
actual one. Thus, the mother or adult teacher is in the position of having to follow a
moving zone of proximal development." (Greenfield, 1984, p. 127) Gillmore and Tharp
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(1992) claim that" the lifelong learning by any individual is made up of these same
regulated, ZPD sequences -from other-assistance to self-assistance - recurring over and
over again for the development of new capacities."
Discrepancy in Definition of Situation
Different situation definitions between an adult and a child are presumed for the
child to advance his/ her understanding of a new task in joint activities with the adult.
Situation definition refers to the way in which people understand or represent an event, an
object or a context (Wertsch, 1984, 1985). In a joint problem solving activity, a novice and
an expert, teacher and student or mother and child have different understandings of the
nature of a problem and different possible means to access the problem. For example, in
the task of assembling a puzzle a seven year old child may fit the pieces together using an
“in-accordance-to-the- model” approach, while a pre-school child may approach the
problem by trail-and-error due to their differences in understanding the task and the
relations between the copy and the model. The following example can provide further
explanation of this idea. A mother teaches her three-year-old son the Chinese Pinyin "O".
When the mother puts the sign on paper and tells the child "This is an "O"." the child looks
at his mother, thinks for a while and says "No, it is not an "O" it is an egg". Here the child
defines the sign "O" in a totally different way as the mother and they interpret the same
sign in their own frame of mind.
The child's situation definition represents his/her level of actual development,
while the adult's situation definition may or may not be at the child's level of potential
development. Therefore, the partners need to work collaboratively towards a third situation
definition in order to bring about the child's qualitatively new understanding of a task
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(Wertsch, 1984, 1985). In the "zone of proximal development" the partners constantly
need to negotiate their understanding of a task or activity to achieve a common ground for
communication. Intersubjectivity, or a shared situation definition for successful
collaboration in a joint task (Wertsch, 1984; Rogoff, 1990; Goncu, 1993).
Intersubiectivitv and Semiotic Mechanism
Intersubjectivity, or shared understanding among participants in a joint activity, is
the key for joint collaboration of the partners in a problem-solving task or other cultural
activities. Joint collaboration in problem solving-- the process of sharing task
responsibility, is based on achievement of Intersubjectivity (Tudge & Rogoff, 1989;
Goncu, 1993; Diaz & Neal, 1991; Rogoff 1990; Wertsch, 1985). Intersubjectivity
originates from infant-mother interaction (Goncu, 1993; Trevarthen, 1988). Mother and
infant construct and develop Intersubjectivity through exchange of gazes and smiles and
the maintenance of each other's attention (Rogoff, 1990). Social partners achieve
Intersubjectivity by negotiating their ideas and exchange of knowledge (Goncu, 1993).
Wertsch (1984 & 1985) argues that intersubjectivity can exist at different levels of
mother-child interaction. In his copy puzzle task between mother and child, Wertsch
(1985) identified four levels of intersubjectivity. At the first level, intersubjectivity is
restricted by the child's limited situation definition. The child may not be able to interpret
the adult's utterances. Misunderstanding may arise at this level. At the second level, the
child begins to share the adult's understanding of objects and to be able to participate
successfully in the joint task, but is not yet able to see the adult goal-oriented situation
definition. At the third level, the child can respond appropriately to the adult's directives
and needs less assistance from the adult. At the final level, the child can perform the goal49

directed task independently. This process of shifting learning responsibilities from the
adult to the child is illustrated by the transformation from intermental functioning to the
intramental functioning and the transition from other-regulated to self-regulated action.
Wertsch (1984) discussed the concept of semiotic mediation as the concrete
mechanism that makes the negotiation of an intersubjective situation definition possible.
"Intersubjectivity is often created through the use of language". (Wertsch, 1984, p.13)
Wertsch (1985, pp. 167-183) specified two semiotic mechanisms that are associated with
establishing and maintaining intersubjectivity, namely, referential perspective and
abbreviation. The former refers to the way of getting another's attention and includes three
types of referring expressions: deixis, such as nonverbal pointing or "this" or "that";
common referring expression such as "the blue one" or "the round one"; and the contextinformative, which involves introducing more background information into the speech
situation. The latter refers to the reduction of explicit linguistic representation. In a
conversation, abbreviation may increase when a common definition of a situation exists
between speakers. Therefore, for Wertsch learning in the zone of proximal development
requires different representations of events, settings, objects or the nature of a task,
involving qualitative transformation from an existing situation definition to a new one. A
shifting from one situation definition to another qualitatively new one indicates the child's
cognitive change. Too much divergence in situation definitions by the participants in a
joint activity creates problems for achieving intersubjectivity, the minimal level of which
lays the groundwork for the transition from inter to intra-psycho logical functioning
through semiotic means. Current research has also suggested that intersubjectivity may be
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a crucial factor that determines the outcome of learning through social interaction (Tudge
& Rogoff, 1989; Rogoff, 1990).
In summery, from a sociocultural perspective, child development is inherently
social in the sense that not only a child's learning activities are socio-culturally constructed,
historically handed down but also transformed interpersonally through social interaction
mediated by a system of signs under the guidance of more experienced social others in the
zone of proximal development.
To understand the ontogenesis of an individual child based on the sociocultural
approach, we need to examine the social relations at different levels - interpersonal as well
as sociocultural— in which the child's mental functions originate and are situated. We must
understand the psychological tools that link the two planes of mental functioning —
individual and social— through an analysis of the processes and changes in a culturally
defined activity or goal-oriented action. This can be manifested through the study of
children's social interactions with their caregivers, different patterns of communication in
different cultures and the relations between different forms of mental functioning in
children and the patterns of social interactions they participate in and the cultural tools they
use in performing problem-solving tasks.
Empirical research on child development in the Zone of Proximal Development
An Overview

A great deal of empirical research has been grounded on the sociocultural
approach. Most of the studies have focused on the social nature of individual mental
functioning (Wertsch, 1992). A literature review has shown that the impact of social
interaction between mother-child, child-child and teacher-child on children's development
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has been widely investigated (e.g.. Wood, et al., 1976; Wertsch et al., 1980; Saxe et al.,
1984; Rogoff, et al., 1984; Thaip & Gallimore, 1988; Rogoff & Gauvain, 1989; Jonathan,
1990; Diaz et al., 1991; Cannella, 1993). In this section, the following will be presented; a
brief summery of empirical research on mother-child or parent-child interaction in joint
cultural tasks in the zone of proximal development; a detailed review and critique of six
methodologically representative research articles.
A Summary of Empirical Research on Mother-child Interaction
Current research on the zone of proximal development has verified and elaborated
Vygotsky's ideas. A body of research has attempted to answer the questions whether there
is a relationship between adult-child interaction and children's individual performance of a
given task (Moss, 1990; Wertsch, et al. 1980), whether and how adults adjust their
teaching to the child's zone (Wood et al., 1976; Brunner, et al. 1978; Rogoff, et al., 1984;
Pellegrini, et al, 1986), what specific teaching strategies are associated with children's
improved performance (Diaz, et al 1991; Lyytinen, et al., 1994), and how the patterns of
social interaction between child and caregivers differ or are alike cross-culturally (Rogoff,
et al., 1993). This body of research includes work with infants, preschoolers, school-age
children, gifted children and children with learning disability observed in working different
tasks at different settings.
Studies on the effects of mother-child interaction on children's task performance
have suggested that a relationship exists between mother-child social interaction and the
development of cognitive skills in children. It is reported in the study by Gauvain and
Rogofif(1989) that mother-child interaction during a shared planning activity related to
advance planning and planning effectiveness in later individual planning performance in
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the children. Similarly, adult-child interactions facilitate the development of metacognitive
skills. Moss (1990) have found that the mothers of gifted children were significantly more
likely to model metacognitive strategies and initiate sequences of metacognitive exchanges
than the mothers of normal ability children. The study also revealed that both groups of
children used planning, monitoring and evaluation strategies directly following maternal
statements or questions at a similar level. This research has suggested an apparent
relationship between the intermental and the intramental functioning.
Research on whether mothers modify their communications with their children in
the zone of proximal development has reported that maternal teaching strategies vary as a
function of their children' ages, the nature of tasks (Wertsch, 1984; Rogoff, et al., 1984;
Wood, et al., 1976), children's communicative status (Pellegrini, et al.,) and their level of
expertise (Rogoff & Gauvain, 1989; Rogoff, et al, 1984; Saxe, et al., 1984). A common
pattern has been revealed in the above studies that mothers decrease their intervention as
their children's task competence increases. They provide more support to younger than to
older children and more intervention with more difficult tasks in their joint effort. Rogoff
and her colleagues (1984) have identified a pattern of caregiver-infant communication in
their longitudinal case? study. They have found that the focus of the caregiver-infant
interaction shifted from maintaining joint attention at 4 months, to managing joint
involvement with the same toy between 5 and 12 months, and managing verbal
communication in a joint activity at the age between 12 to 17 months. Therefore, these
studies have verified Vygotsky's notion of child development in the ZPD.
Research on children's learning outcome as a function of the quality of the mothers'
teaching and of the interaction of the mother-child dyads illustrates that certain maternal
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scaffolding techniques consistently predict increased learning and positive outcomes in
children. Maternal use of demands for children to follow instructions negatively related to
children’s performance on standard tests. On the other hand, maternal use of questions
that stimulate children's thinking are positively associated with children’s performance on
standard tests (Roberts and Barnes, 1992). Similar findings were revealed in the study by
Paula Lyytinen and his colleagues (1994) involving children with and without learning
disabilities (LD) and their mothers working together in a pseudo word learning task. They
found that mothers of the former group used more high-level strategies, more emotionality
and cooperation, less dominance and more total time in teaching than did the mothers of
the latter group. They also found that mothers' motivation, combined with their
emotionality and proportion of high-level strategies had a strong positive association with
their children's success in learning with the LD group. Consistent with this study, maternal
encouragement and praise was also revealed as a strong predictor in children's improved
performance on both their sequencing and attention selective tasks in the study by Rafael
Diaz and his colleagues (1991). Thus, maternal scaffolding is associated with children's
improved performance.
In summary, the current empirical research based on the sociocultural approach has
made great advance in verifying and elaborating some of the major concepts of
sociocultural theory in child development. This body of research has gone beyond
answering the question whether there is a relationship between social interaction and
individual child thinking or skills (Rogoff, 1990). The empirical research supports
Vygotsky’s theory of child development. A child develops through social interactions
under the guidance of more experienced social members as a child’s mental functioning
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derives or originates from his or her immediate social relations However, the question of
how and under what circumstances social interaction may facilitate children's learning has
not been fully explored. Moreover, there seem to be very few studies on the important
concept of intersubjectivity in mother-child interaction although the studies by Tudge
(1990) and Radziszewska & Rogoff (1988) in peer interaction have suggested that
inter subjectivity may be a key factor that is closely associated with children's improved
task performance in a joint task.
Patterns of parent-child interaction
There are similarities as well as differences in patterns of parent-child interaction
across cultures (Rogoff, et. at., 1993). Parent-child interactions differ in the messages that
parents communicate to children and how parents communicate the cultural message. The
variations in patterns of mother child interaction are associated with the socio-economic
practices of a society (LeVine, et. al., 1994) and with whether children are separated from
adult activities or integrated in adult activates. Most obviously the variations are linked
with the cultural values of the particular cultural groups and the developmental goals for
the children in a particular culture (Rogoff, et al, 1993; Greenfield et al, 2003). Studies also
revealed similarity in patterns of parent-child interactions. Caregivers and children across
cultures are mutually engaged in their interactions with each other.

Caregivers tend to

structure their involvement in joint activities with children and to bridge the current level
of children’s' understanding to the level of comprehension required by the joint tasks.
Caregiver’s role in children’s learning and development
The parent-child relationship plays a unique role in facilitating children's learning
and development because of the asymmetry in power and competence between adults and
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children although the

influence on process of learning between parent-child

is

bidirectional. Especially when the children are not able to be self-regulated it is the parents
who select and design settings as well as organize activities in which children engage, who
control access to children's needs and their physical movement and to whom children seek
encouragement, and security for exploration of their world. Before the child is able to
function independently in problem solving they need adults' guidance or assistance such as
regulating events, structuring activities or monitoring the strategies to accomplish a task
beyond the child’s own competence in adult-child interaction.(Wertsch et al., 1980; Wood
et al., 1976). Adults' assistance has proved to influence children's performance in a given
task positively (Wertsch, 1992; Trudge & Rogoff, 1989; Diaz et al., 1990; Rogoff &
Wertsch, 1984; Rogoff & Lave, 1984; Rogoff, 1990; Rogoff et al., 1993). Lisina (1985)
examined the engagement of children in activities at age of ten to fifteen months under the
condition of with and without an adult presence and noted that when children had no adult
to turn to close by, their activity was of a disorganized character (p. 146). Adult's
assistance suggests improvement in children's planning skills (Rogoff & Gauvain, 1989).
Adults provide "scaffold" which" functions to close the gap between learner ability and
task requirements" (Greenfield, 1984, P.131).
Adults support children's learning using different means. They guide children in
problem solving by directing attention, sensitive responding, modeling the procedure of a
task, building on children's previous knowledge of a task (bridging between familiar skills
and those needed for solve new problems), segmenting task goals, gearing instructional
strategies to children's level of understanding as well as choosing and structuring their
activities (Rogoff, 1986 & 1990; Rogoff et al., 1993). Mothers promote their children's use
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of self-regulatory language through use of praise and encouragement, conceptual questions
(questions where the answers present in the immediate stimulus field), direct relinquishing
statement (Now you show Mommy how to do it) and withdrawal in the manipulation of
material as a child's task skills increase (Diaz et al., 1990).
Mothers vary their assistance or strategies according to task difficulties, children's
age, and the level of children's expertise at a given task. Mothers of low-ability children
differ from mothers of high-ability children in introducing the task and providing the
amount of assistance in a number reproduction activity (Saxe et at, 1984).

Younger

children in school-related tasks receive more instruction than older children in either(?)
task and younger children in the home task in one of two laboratory classification tasks
resemble a home or school activity involving 32 mother-child dyads (Rogoff et al., 1984).
Parents

varied

their

teaching

strategies

according

to

both task

and

children's

communicative status (handicapped and no? handicapped) in book reading and origami
tasks (Pellegrini et al., 1986).
Mothers' means of guidance also varies in different communities. Rogoff and her
colleges have examined guided participation in cultural activities by toddlers and
caregivers from different cultures and have concluded: "In the two communities in which
children have the opportunity to observe and participate in adult social and work activities,
caregivers appeared to support their toddlers' own efforts with responsive assistance, and
beginning to enter adult activity. In the two communities in which children are usually
segregate from adult activities, caregivers seemed to take responsibility for organizing
children' involvement by managing their motivation and by instructing through the
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provision of lessons (especially in language use) and through play and conversation as
peers with the toddlers." (p. 151)
In sum, more experienced and competent caregivers play a very important role in
advancing children's learning and development. They appropriate instructional means to
the level of their children's skills in deferent tasks.
Children's own role in learning
In guided participation, or learning with scaffolding, children are not passive
recipients. They play an active role in the learning process. As infants, they get the adults
attention by cries and smiles (Tharp & Gillimore, 1988). Children of between six weeks
and three months picked out approbation and prohibition (Lisina, 1985) They seek
information about the world around them, look to adults for interpretations of unusual
events and provide clues of understanding as well as frustration in a given task for the
caregivers to gear their guidance and support (Rogofif et al., 1984b; Rogofif, 1990; Rogoff
et al., 1993; Diaz et al., 1991).
The goal of the study is to describe universal similarities and differences in
caregiver-child interaction in their daily joint activities, such as dressing, playing with
novel objects, and free play using the theoretical framework of guided participation.
Similarly, caregivers and their toddlers across communities are mutually involved in
interactions. They structure the involvement together In the process of communication
caregivers facilitate children’s involvement through orienting the children to the task,
simplifying the processes, handling difficult moves, organizing the task and maintaining
sensitive to children’s needs. Toddlers actively participate in the joint activities through
introducing structures, seeking clarification, seeking assistance and providing cues for
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help. Differently caregivers and toddlers construct their interaction in varying ways.
Caregivers from the two middle-class communities tend to organize children’s learning
more, talked more, provided more vocabulary lessons, use more praise, baby talk and
mock statement, and explained to a greater extend to their toddlers, conversed with their
toddlers more frequently as peers, acted more frequently as playmates, overruled more
frequently their toddlers’ insistence and simplify the task and orient their children using
more verbal means and emphasized more attending one event at a time. Toddlers from
these communities also talk more, seek assistance more frequently through verbal means
and interact more in dyadic activities. In contrast, children from the two non-middle-class
communities communicate more in group activities; seek for help more frequently through
gestures, gaze, touch, and timing cues. Caregivers from these two communities used more
frequently non-verbal means to communicate with their toddlers, provided more sensitive
assistance, demonstrated to a greater extend,

acted more like assistants in their toddlers’

learning, and provided less vocabulary lessons.
Rogoff and her colleagues (1993) suggested that the commonalities in mutual
involvement and in bridging and structuring in interactions lie in the nature of the shared
activities. In order to communicate, partners need to build up a common ground for
understanding. They also noted that the differences in guided participation are related to
variations in age segregation, in opportunities to observe and participate in cultural
activates and in learning through observation as opposed to learning through instruction.
The differences in developmental goals are associated with the economic practices and
community values.
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CHAPTER 3
RESEARCH DESIGN AND METHODOLOGY
This study examined parental goals of immigrant Chinese families, their
parenting strategies and their patterns of parent-child interaction, in the light of the bicultural context of these families. Qualitative research methods were used for the
inquiry. Data were collected through open-ended in-depth interviews, informal
interviews, a demographic questionnaire and videotaped observations. The
methodology for this study is grounded on the assumptions of the sociocultural
approach to child development and the interpretive research paradigm.
This chapter discusses why specific research methods were employed, how and
why the subjects were chosen, and how data was collected, analyzed, reduced and
displayed. In addition, it considers the issues of trustworthiness, ethics, the researcher's
role in this inquiry, and limitations of the research.
Overall Approach and Rationale
This study was an attempt at understanding the development of immigrant
Chinese toddlers in their social context. The researcher was interested in understanding
the development of these children in relation to cultural values, parental goals, and
social interaction between children and their primary care takers, their parents.
This inquiry, then, is concerned with the bi-cultural context of the immigrant
Chinese families. It is associated with the parents' constructions of their child-rearing
practice in the cultural contexts and their perceptions of their children's development. It
clearly involves the meaning making process of their parenting and the detailed
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reciprocal and interdependent processes of parent-child social interaction in daily joint
activities.
Such an inquiry calls for a qualitative or interpretive approach, which is well
suited for research with an emphasis on studying any processes, 'focused and bounded'
phenomena embedded in their context, and on naturally occurring, ordinary events in
natural settings (Fetterman, 1989; Locke, et al, 1993; Miles & Huberman, 1994; Patton,
1990;). As Miles and Huberman put it, “ qualitative data, with their emphasis on
people's lived experience, are fundamentally well suited for locating the meanings
people place on the events, processes, and structures of their lives: their perceptions,
assumptions, prejudgments, presuppositions (van Manes, 1977) and for connecting
these meanings to the social world around them” (Miless & Huberman 1994, p.10).
Moreover, the use of qualitative research supports the tenets of the sociocultural
approach to child development, which also emphasize the holistic nature of a unit of
analysis and the context and processes of behaviors under study. Several data collection
techniques were used. These included a demographic questionnaire [Appendix B] used
for obtaining general background information of the subjects under study, open-ended
in-depth interviews [Appendix C] for investigating parental goals and their parenting
strategies, informal interviews for spontaneously emerging issues of parenting in the
immediate settings, and videotaped observations for parent-child interaction in daily
activities such as feeding and playing with toys.
The Participants
Six Chinese immigrant families with children aged 13 to 36 months were
selected for this study through contact with friends, relatives and related social networks
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in Massachusetts. The selection of these families was based on several criteria. First,
all have stayed in the United States for at least five years. It was assumed that the
length of stay in the host country may influence parents' beliefs and practice of child
rearing and may also have an effect on parents' orientations to socializing their children.
Second, all had to come from the People's Republic of China. The consideration behind
this was that Chinese people from different geographical regions and different socioeconomical and political systems may hold different beliefs and attitudes towards child
rearing. Another consideration was that very few studies on child rearing and parentchild relations have chosen immigrant Chinese families from the People's Republic of
China despite the fact that an increasing number of Chinese from this country has
immigrated to the United States.
All the subjects participated voluntarily in the study. They were only included
in the study after signing the informed consent form (Appendix A). An equal number
of boys and girls between age 13 and 36 months were chosen, in order to eliminate
differences due to gender. Likewise, to increase the representativeness of the sample,
families were chosen that have toddlers in different orders of birth. However, no
attempt was made to generalize to all immigrant families or even to all families from
the People’s Republic of China. Qualitative studies seek to discover patterns that may
be significant and identify these patterns for further study.
The choice of the children's age group was based on the assumption articulated
by Rogoff and her colleagues (1993). The first three years of life involve more
intensive care giving and provide an opportunity for richer observation of socialization
than later years.
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The initial contacts were made through phone calls. The purpose of the study
and the procedures of the data collection were explained to the participants. The time of
interview and videotaped observation were scheduled. The informed consent form was
signed during the first meeting.
Data Collection
The following section explains why the specific data collection techniques were
employed as well as describes the procedures for the data collection.

Demographic Questionnaire
Demographic questionnaires (Appendix B) were used to obtain background

information about the families. The questions included information about the children's
health, order of birth, family economic resources and social support, parental education
and occupation, and household composition. This background information presented
variations or similarities significant for analyzing data and arriving at conclusions
beyond the scope of this dissertation.

It was assumed that the range of these variables helps define the subjects,
provides the reader a larger picture for understanding the families and assists them in
evaluating the research. This information was able to serve as a basis for readers to
make connection between their own experiences with similar families helping to make
this dissertation more useful and meaningful to them.
Interviews
Interviewing enables researchers to understand the meanings that people attach
to their behavior (Seidman, 1991). A well-formed interview provides access to
63

information helpful in perceiving the "deeper” picture of people’s behavior (Silverman,
1993). It permits researchers to understand what is not observable—thoughts, feelings,
and beliefs (Patton, 1990). Interviews explain and put what is observed into a larger
context (Fetterman, 1989). In this research project, interviews with the immigrant
Chinese parents were utilized to obtain information about how the parents make sense
of their child-rearing practice, particularly, their cultural values, developmental goals,
parenting strategies and perceptions of their children's development. In addition, they
were used to ‘"triangulate” the researcher’s personal observations and the videotaped
interactions, in order to increase reliability of descriptions and interpretations.
Interviewing the immigrant Chinese parents allowed the researcher the
opportunity to hear in their own words, their own inflections, what the parents are
thinking. This permits the researcher to understand the subjects’ parenting behavior
from the parents’ perspectives. Furthermore, the interviews permitted the researcher to
access deeper meaning to the parents’ conduct during interactions with their children.
Both formal and informal interviews were employed for data collection. Each
served a different purpose. Formal interviews, with structured open-ended questions,
are more systematic. This minimizes variations in the questions posed to the
participants. Informal conversational interviews were more flexible thus maximizing
researchers' responsiveness to individual and situational differences (Patten, 1990).
While the former allows a researcher to explore particular issues of interest, the latter
permits a researcher opportunity to understand the phenomena under study in the
immediate context. Therefore, both were used to increase the comprehensiveness of the
data.
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Two formal in-depth interviews were conducted and taped (audio only) with
each family. The first interview lasted about 30 to 45 minutes, and was made at the
home of the participants during the initial visit. Structured open-ended questions
[Appendix C] were used as a guide for the interview. The second interview served as a
follow-up.

The second interview was scheduled after reviewing the first interview and

the videotaped observation of parent-child interactions.
The first interview permitted the researcher to obtain as much relevant
information as possible by following the prepared format. The second interview
allowed me a chance to make up for needed missing data and to ask clarifying questions
after having had a preliminary reflection on the first interview and the videotaped
observations. These questions were not pre-structured but were contingent upon the
outcome of the first interview and the videotaped observation of each family.

They

helped the researcher to clarify points arising in the previous interview or to confirm
with the participants the researcher’s understanding of the data collected in order to
increase the validity of the data.
Informal conversations with the participants happened during the course of field
observation, as usual, questions were prompted by the immediate observations, each
relating to parenting ideas and behaviors. These questions varied from situation to
situation, family to family.
Videotaped Observations
Videotaped observations were used to examine the means and patterns of parentchild communication, as well as parental teaching strategies and children's own role in
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their learning processes. It was also used to identify the instances of parent-child dialogues
or behaviors that reflected parental goals and values in parent-child joint activities.
It was assumed that parental behavior expresses deeper values and beliefs and that
parent-child communication was purposeful and functional. Observations provide the
researcher with access to parent-child real life experience thereby permitting the researcher
to examine their behaviors in depth. It also permitted the researcher to see how parents
actually interact with their children and how each family member contributed to the on¬
going process of molding ideals and strategies. "It (observation) maximizes the inquirer's
abilities to grasp motives, beliefs, concerns, interests, unconscious behaviors, customs, and
the like." (Lincoln & Guba, 1985; p.273).
In addition, as parent-child interaction during joint activities was reciprocal and
dynamic, videotaping allowed the observer the freedom to watch the tape over and over
again in order to capture the subtleties of the communication process, to identify specific
behavior and to discover patterns of parent-child communication. Therefore, videotaped
observations allowed the observer to examine the details and the nuances of behaviors as it
could catch a 'fine-grained' picture.
Finally, it permitted the observer to study both verbal and non-verbal
communication between the parents and their children for videotaped observation could
faithfully record what was going on in the immediate setting. Therefore, videotaped
observation was well suited for studying face-to-face interactions and for research that had
a focus on examining processes (Fetterman, 1989).
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Three episodes were videotaped to examine parent-child communication. These
three episodes included 1) feeding 2) playing with novel objects (a toy typewriter and a
form fitter) and 3) free play with hands-on objects under caregiver supervision.
There were several reasons for choosing these activities as units of analysis. First,
they were reoccurring? daily activities through which parents communicated their beliefs,
developmental goals and other ideas of parenting. Therefore, these joint activities provided
a window for the inquirer to look at the nature of parent-child relations.
Second, these activities allowed the inquirer to examine the processes of how
children learn and develop under the guidance of their caregivers through their daily
interactions, as these activities entailed many instances of face-to-face interaction between
child and parent.
Finally, the holistic nature of the activities enabled the inquirer to study children's
socialization processes in social context. From a Vygotskian perspective, the macro social
context and the children's relations with their caregivers not only create the environment
for their development but also determine the nature of their own development. Children
become socialized under the guidance of more capable others in culturally appropriate
activities through day-to-day social interaction with more capable members of the society
(Vygotsky, 1978; Rogoff & Wertsch, 1984; Rogoff, 1990; Wertsch, 1985). Therefore, to
study child development one must study not only the individual child but also the social
context in which the child's growth is embedded and in which it originates.
In sum, through the observations and analysis of these glimpses into daily activities
of the family, the researcher was able to study child development not only in terms of the
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child's current state, but also the processes and contextual influences that shape the
process.
Two visits were made to each family. During the first visit, the structured in-depth
interview was conducted. Then the activity of playing with novel objects was videotaped.
Before the parent-child dyads started to play with the toys parents were instructed to play
with their children as usual. This visit lasted approximately two hours.
The second visit occurred after the inquirer had reviewed and reflected upon
data from the first visit, allowing the inquirer time to formulate questions regarding
unclear data. A period of time devoted to reviewing and reflecting on the data from the
first visit also allowed the inquirer a chance to check the completeness of the data and
detect technical problems so as to avoid them the next time. During the second visit, a
complete mealtime was videotaped for each family. The duration of this observation
and taping varied across families because some families had a longer dinning time than
other families. Shorter segments comprising parent-child interaction were selected
from taped meal times for data analysis. Videotaping the complete time maximized the
opportunities for the inquirer to choose the most natural and significant instances for
data analysis. In addition, this helped to reduce the effect of the presence of the video
camera on the members of the family at the dinner table. Its continuous presence
allowed family members to become accustomed to, and therefore, less concerned with
the videotaping process.
Free play was videotaped either before or after the meal depending on
circumstances. This videotaped observation took about 15 to 30 minutes. Informal
conversations with parents relating to parenting were carried out when interests and
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concerns arose. In sum, the inquirer made every possible effort to capture the events as
they occurred naturally.
Data Management
Data management refers to "the operations needed for a systematic, coherent
process of data collection, storage and retrieval" (Miles & Huberman, 1994, p. 428).
The collected data was organized systematically in order to facilitate data
analysis.

A separate file labeled for easy access was created for each family. The file

contained the video and audio tapes (labeled by name, date and event), any verbatim
transcripts, a transcript of the formal interview, the demographic questionnaires, and
field notes.
In addition, a log was kept to function as a monitor to the entire research
process. It was used to note what the researcher considered significant, to indicate
where important pieces of information were located and to jot down instant thoughts,
feelings or reflections regarding the effectiveness of each interview or observation. By
referring to the log, the researcher was able to keep track of the research process and
progress as well.
Throughout the research process, methodological journals, analytic memos, and
theoretical notes were also used to record, reflect and refine the research processes and
the product (Marshall & Rossman, 1995).
Initially, the researcher did not expect the study to generate as many notes,
drafts and forms as this one did. Nevertheless, the basic organizational structure held up
well and permitted the researcher to keep track of everything and not to waste long
hours in looking for precise incidents or quotations from the interviews.
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Data Analysis
Data analysis is an ongoing process. It goes hand in hand with the process of
data collection. This process entails ordering, structuring and assigning meaning to the
mass of collected data (Marshall & Rossman, 1995). It is a process of discovering
patterns and themes, searching for relationships among variables, and of developing
explanations. A variety of analytic methods and strategies for qualitative study have
been discussed in methodological literature (Lincoln & Guba, 1985; Marshall &
Rossman, 1995; Miles & Humberman, 1994; Patton, 1990; Wolcott, 1994).
Lincoln and Guba (1985) discuss the constant comparative methods. These
methods include four main stages: (1) unitizing, which involves the researcher placing
the smallest pieces of meaningful information on index card with codes for the sources
of the information; (2) categorizing, which requires the researcher to sort the segmented
data into meaningful categories as well as "miscellaneous" data, to name these
categories, to create provisional rules for them, to determine possible relationships
between and among them and to note incomplete or missing categories for follow-up;
(3) filing in patterns, which calls for the researcher to refine patterns and categories
through adding new categories, discovering and confirming relationships among
variables, posing questions to guide further examination of the data and checking the
categories against the rules and for overlap, relationships and ambiguities; (4) member
checking, which involves the researcher checking his/her reconstruction of the data with
the informants for validity and reliability or with an external auditor for assessment.
Marshall and Rossman (1995) describe five modes of analytic procedures. These
include organizing the data, generating categories, themes, and patterns, testing the
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emergent hypotheses against the data, searching for alternative explanations of the data,
and writing the report.
Miles and Huberman (1994) present three components of data analysis, three
analytic strategies for cross-case analysis and thirteen tactics for processing the data,
using figures, tales as well as matrices. The three components are data reduction, data
display and the draw ing and verification of conclusion. Data reduction refers to the
process of data condensation through data summaries, coding, finding themes,
clustering and so forth. It involves assembling the data into workable, intellectually
coherent units such as tables or figures and associated analytic text. Data display
defined as "an organized, compressed assembly of information that permits conclusion
drawing" (p. 429).
Conclusion draw ing and verification involves assigning meaning to the
displayed data through various tactics such as the use of comparison/contrast,
metaphors, triangulation, looking for negative case and checking results with
informants. The three strategies for cross-case analysis include case-oriented strategies,
variable-oriented strategies and mixed strategies. Case-oriented strategies involve
looking at patterns, associations, causes and effects w ithin a case and then turning to
comparative analysis of multiple cases. “A theoretical framework is used to study one
case in depth, and then successive cases are examined to see w hether the pattern found
matches that in previous cases" (Miles & Huberman. p. 174). The first step of the
strategy is similar to what Pattern (1990) refers to as individual case analysis, which
starts from analyzing individual case for a comprehensive, systematic and in-depth
understanding of the data collected. This case-oriented approach is good at finding
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specific and historically grounded patterns common to a small set of cases. The
variable-oriented strategies involve looking for themes, variables and their
intercorrelations that cut across cases. This approach is theory-oriented and is good for
finding probabilistic relationships among variables and for surfacing key variables in
cross-case analysis. Mixed strategies refer to the combination or integration of different
methods for analyzing qualitative data (Huberman & Miles, 1994).
The thirteen tactics for generating meaning and processing data include: noting
patterns and themes, seeing plausibility, clustering, making metaphors, counting,
making contrasts/ comparisons, partitioning variables, subsuming particulars into
general, factoring, noting relations between variables, finding intervening variables,
building a logical chain of evidence and making conceptual/theoretical coherence.
Patton (1990) describes the procedures of qualitative data analysis and proposes
several analytic methods. The procedure begins with focusing the analysis. She suggests
that the focus of the analysis should come from the research questions generated at the
beginning of the inquiry, during the conceptual, question-focusing phase of the study.
Then the analysis proceeds to organizing the data. During this phase, data needs
checking for its quality and completeness. If necessary, multiple copies of transcripts
should be made for cutting and pasting and for easy retrieval of raw data. After this,
comes the analytic phase. Patton discusses three types of analysis: content analysis; case
analysis; and inductive analysis.
Content analysis involves identifying, coding, and categorizing the primary
patterns in the data.
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Case analysis involves organizing the data by specific cases for in-depth study.
"The purpose is to gather comprehensive, systematic, and in-depth information about
each case of interest" (p.384).
Inductive analysis contains any analytical techniques through which patterns,
themes and categories are derived from the data collected. "They emerge out of the data
rather than being imposed on them prior to data collection" (p.390).
The next step is to synthesize the studies; find a way to develop theory through
induction and interpretation in the light of the work previously done on the topic under
discussion.
The final phase is to write the research report.
Wolcott (1994) outlines ten analytic strategies in transforming qualitative data.
These include highlighting findings, displaying findings by tables, charts, diagrams and
figures, following and reporting systematic fieldwork procedures, fleshing out whatever
analytical framework guided the data collection, identifying patterned regularities in the
data, comparing with another case, evaluating (i.e., comparing with a standard),
conceptualization in a broader analytical framework, critiquing the research processes,
and proposing a redesign for the study.
Erickson (1992) describes five stages for an ethnographic microanalysis of
interaction. These five stages comprise reviewing the whole event, identifying major
constituents of the event, identifying aspects of organization within major parts of the
event, focusing on actions of individuals and comparative analysis of instances across
the research corpus.
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The purpose of the analysis for this research was to "flesh out" parental goals,
examine parental strategies for achieving their goals, to discover patterns of parent-child
interaction and to understand how parents communicate or act out their goals in joint
activities.
The analytic process of this study required continuous interaction between the
literature and the collected data and the research questions. Keeping the research
questions in mind and drawing on the strategies and procedures outlined above the
researcher processed and analyzed the data in the following steps.
Interview data
•

Transcribed interviews in Chinese.

•

Translated them into English.

•

Read and reread the transcripts.

•

Identified common themes and reoccurring patterns.

•

Generated categories.

•

Developed a list of codes for each category based on provisional rules for each
category.

•

Coded the text based on conceptual categories.

•

Searched for relationships among these categories.

•

Displayed data in the forms of matrix, figures, or tables when appropriate.

•

Synthesized and reported the findings.
Videotaped data

•

Reviewed videotaped observation to identify episodes that involve parent-child
interaction.
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•

Described these episodes ethnographically.

•

Coded and sorted data into categories.

•

Defined each provisional category.

•

Developed a list of codes based on categorical rules.

•

Counted the frequencies of each category for each episode.

•

Represented the coded data in graphic forms.

•

Interpreted the data and discussed the findings.
Ethnography (1995), a computer program designed to facilitate the analysis of

data collected in qualitative research was incorporated into the process of data analysis.
It has been suggested that Ethnography can be used to enhance the process of
importing, numbering and coding a data file (Seidel, 1995). In other words, it can be
used to store, organize, and retrieve categories of the data. It permits an easier process
of coding, searching, writing memos, frequency counting, and printing of reports. As
data analysis in qualitative research requires the analyst to reconstruct the data in a
number of different ways across a range of cases.

The task is demanding, time-

consuming and fatiguing. The use of a computer program helps to reduce the amount of
paper and the extent to which it needs to be shuffled. Therefore, it makes the analytic
processes less unwieldy and more pleasant for the analyst (Fielding & Lee, 1998).
Establishing Truth worthiness
Research findings must be believed and trusted in order to prove effective in
shaping the theory or the practice of a related field. They must be deemed valid and
reliable. The degree of validity and reliability can be enhanced by following certain
procedures developed by researchers.
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The criteria forjudging research findings for qualitative inquiry differ from that
for quantitative inquiry due to differences in purpose and assumptions. Qualitative
inquiry attempts to understand the meaning the informants' make out of their
experiences. Quantitative inquiry, based on the assumptions of order and regularities in
reality, involves discovery of causal relationships among variables and prediction of
occurrences of a phenomenon.
Lincoln and Guba (1985) list four kinds of trustworthiness in qualitative
research: credibility (or truth value), transferability (or applicability), dependability (or
consistency) and confirm ability (or neutrality). They are analogous to internal validity,
external validity, reliability and objectivity in quantitative research, respectively.
Credibility refers to the accuracy of the findings for those being studied (Eisenhart &
Howe, 1992, p.651) it deals with the question of how the findings match reality as
perceived by those being studied.
Transferability refers to the likelihood that the findings will pertain to other
groups in other situations (Eisenhart & Howe, 1992, p. 651). It addresses the question of
how generalizable the findings are to other group or another setting. Dependability
refers to the consistency of the results obtained from the data. It is concerned with the
extent to which the study would yield the same findings if it were conducted with the
same participants in the same context.
Confirm ability responds to the question of how one can be sure that the findings
are reflective of the subjects and the inquiry itself rather than a creation of the
researcher's biases or prejudices (Marshall & Rossman, 1995).
Credibility can be ensured by using the following techniques:
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• Triangulation-using multiple investigators, sources of data, or multiple
methods to confirm the emerging findings.
•

Member checks - taking data and interpretation back to those being
studied and having them check the plausibility of the findings throughout
the study.

•

Prolonged engagement - long-term observation and data collection at the
research site.

•

Persistent observation - repeated observations of the same phenomenon
over a period of time. "The purpose of persistent observation is to
identify those characteristics and elements in the situation that are most
relevant to the problem or issue being pursued and focusing on them in
detail. If prolonged engagement provides scope, persistent observation
for the sake of identifying and assessing salient factors and crucial
atypical happenings, provides depth" (Linlcon & Guba, 1985, p. 304).

•

Peer debriefing - asking another member to comment on the process and
the findings as they emerge.

•

Referential adequacy - checking preliminary findings and interpretations
against archived raw data.

•

Participatory modes of research-involving participants in all phases of
research from conceptualizing the study to writing up the findings.

•

Researcher's biases-clarifying the researcher's assumptions, worldview,
and theoretical orientation at the outset of the study.
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•

Negative case analysis - refining working hypothesis or themes
pertaining to the data.

The degree of dependability can be enhanced by using these strategies noted by
Merriam (1988, p. 1172-173):

•

The investigator's position: The investigator should explain the
assumptions and theory behind the study, his or her position vis-a-vis the
group being studied, the basis for selecting informants and a description
of them, and the social context from which data were collected.

•

Triangulation: Especially in terms of using multiple methods of data
collection and analysis, triangulation strengthens reliability as well as
internal validity.

•

Audit trail: Just as an auditor authenticates the accounts of a business,
independent judges can authenticate the findings of a study by following
the trail of the researcher. In order for an audit to take place, the
investigator must describe in detail how data were collected how
categories were derived, and how decisions were made throughout the
inquiry. Especially researchers should present their methods in such
detail "that other researcher can use the original report as an operating
manual by which to replicate the study".

•

The degree of transferability can be improved by
(1). Providing a rich and thick description of the contextual conditions of
the study so that those who are interested in transferability can have a
base of information appropriate to their judgment.
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(2) . Establishing the typicality of the case - describing the case in such a
way so as to allow the potential audiences make comparisons with their
own situation.
(3) . Conducting a cross-case analysis.
•

The criteria for confirm ability can be met by using:
(1) . Audit trail.
(2) . Maintaining reflexive journals during the course of the study
(Eisenhart & Howe, 1992; Lincoln & Guba, 1985; Marshall & Rossman,
1995; Merriam, 1988; and Patton, 1990).
To ensure the trustworthiness of this study the researcher utilized
‘Iriangulation of methods and investigators” “peer debriefing”, “member
checking”
(1) . The triangulation of methods and "investigators". Both interviews
and videotaped observations were used to validate the data. The audio
taped observation was transcribed by a native speaker together with the
researcher.
(2) . Peer debriefing. Another graduate student was involved in reviewing
the research procedures, data, interpretations and findings in order to
raise questions, explore problems and provide insights.
(3) . Member checking. The parents were invited to check the accuracy of
the data from the interviews and the plausibility of the interpretations
and findings of the study. They were provided with the final research
report for feedback and suggestions.
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(4) . "Audit trail". The dissertation committee was also involved in
ongoing discussions with the researcher related to data collection,
management, analysis, and interpretation and in writing up the report.
(5) . Negative case analysis. Data was continuously scrutinized for
negative cases, which signals the need for further investigation, or
revision of tentative themes and hypothesis.
(6) . Reflective journals. Journals were maintained for reflecting the
research process, analytic methods and the researcher's biases.

The Role of the Researcher
The researcher in qualitative research is an instrument.

From the onset of the

research project, the researcher is a significant part of the research process. The
presence of the researcher for data collection is fundamental to the research. Therefore,
it is impossible to eliminate the effect of the researcher on the subjects and research
process completely. As Jansen and Peshkin (1992) note, subjectivity in qualitative
research is unavoidable.

However, the awareness of the influences that the researcher

has on each phase of the research process - research design, data collection, data
analysis, reporting the findings and drawing conclusion - will enhance the quality of the
research (Peshkin, 1988; Neuman, 1991).
A researcher's subjective bias can come from many different sources.
Researchers have developed correspondent strategies to manage their prejudices and
minimize the contamination. Jansen and Peshkin (1992) reviewed the literature for
managing researchers' subjectivity and identified the following sources that might
influence the research process.

These are one's values, beliefs, assumptions, personal
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history, professional training, ethnicity, sex, social class and historical setting. In
addition, a researcher can be influenced by intensive interactions with the participants,
emotions evoked by a particular setting or subjects, identification with a specific
research focus in a given time period, adherence to a particular intellectual paradigm,
and the impact of people and opportunities in his/her professional life.
Jansen and Peshkin (1992) have provided several strategies to manage
researcher's subjectivity.
•

Document one's learning and then showing one's readers how certain
experiences can potentially falsify conclusions when they become the
basis for one's conclusions.

•

Make one's biases conscious and then describe these biases as well as
indicate how the biases guided their research.

Document the way biases

function, understand them as part of one's methodology and
acknowledge them when drawing conclusions.
•

Keep journals of personal impression, feelings and emotional reactions
during the research process and look for emotional warm and cold spots
to identify how one feels when engaged in research.

•

Keep a checklist of possible contaminating influences on the data.
I approached this research with my own values, beliefs, assumptions, personal

experiences, theoretical perspectives, cultural background and a special relationship
with the subjects under study as a researcher.
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This research is based on my interest in the development of children in
immigrant Chinese families. I believe that multiple factors influence a child's
development. In this research project, I attempt to examine the process of child
development from a sociocultural approach, which emphasizes the interrelatedness
among sociocultural, interpersonal and individual processes of development. I assume
that children from different ethnic backgrounds grow up and are exposed to
significantly different socialization processes. Cultural values, parental goals, and
strategies employed in socializing children play an important part in children's
development.
Parent-child communication mediates the social environment and the individual
child development. On the one hand, parenting across cultures may carry universal
characteristics in many aspects. On the other hand, it may be culturally specific due to
the differences in sociocultural history, economic systems, and cultural practices.
In some aspects, I identify myself with these parents under study in many
aspects. Like all these parents, I come from the People's Republic of China to America
for further study and better opportunities. We belong to the same generation and have
experienced the same political, socioeconomic and ideological changes in China.
Growing up and being educated for many years in China we have brought with us our
own beliefs, values, perspectives and culture. Similarly, we have stayed here, receiving
not only academic but also cultural education from the American society.
On the one hand, my common background with the parents allows me to have a
deeper understanding of their cultural values, their child rearing practice as well as their
concerns. On the other hand, my assumptions that "I know them" may hinder me from
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asking questions that need answers or further explanation from the parents themselves.
Often, one cannot see the true appearance of a mountain because one is on it.
However, as a result of this awareness, when drawing the picture of the mountain I will
include myself in the picture.
In addition, I am aware that my relationship with the participants is not simply
that of the researcher and subject.
some of the families.

I have been a close friend and a frequent visitor of

I am sometimes involved in taking care of the child under study.

This relationship will also operate in the collection and analysis of the data. In the
course of research I need to draw a clear boundary between myself as a researcher and
myself as a friend in order to discipline my own subjectivity. As the research process
unfolds, it was necessary for me to keep track of my subjectivity and continually assess
its influence by bringing it to self-consciousness through writing journals.
Ethical Consideration
Any research should be conducted in an ethical manner. The ethics involved in a
particular study are closely associated with how the research is designed and how
human participants are used. Professional codes and federal regulations deal with issues
common to all social science research such as the protection of subjects from harm, the
right to privacy, the notions of informed consent and the issues of deception." (Neuman,
1992). The ethical consideration of this research was concerned with the informed
consent, the protection of the participants' rights, privacy and confidentiality.
In this project, the parents were interviewed for their developmental goals, their
strategies to achieve the goals and their perceptions of their children's development.
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They were observed as they interacted with their children during some joint activities.
In addition, they were asked to provide demographic information.
To ensure the rights and welfare of the participants, the participation of the
subjects in this study was completely voluntary. Prior to data collection, the purpose
and methodology of the research was explained and discussed with the participants.
They were invited to ask any questions about the project. They were told that they had
no obligation to participate and were free to withdraw at any time during the course of
the study. They were informed that no negative consequences would follow if they
decided not to be part of the study. Furthermore, both the participants and I signed the
informed consent form [Appendix, A].
The identity and confidentiality of the participants are protected by the use of
fictitious names in any paper or presentation of the material, including this dissertation.
The data provided will only be used for academic purposes.
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CHAPTER 4
RESULTS
Introduction
This chapter aims to provide background information on the six immigrant
families. This information comes from the interviews with the parents as well as
questionnaires issued to them. After summarizing the childrearing goals and parenting
strategies this chapter describes the patterns of caregiver-child interaction. The patterns
derive from the videotaped observation during caregiver-child joint play with a toy
typewriter. Finally, the chapter examines how the patterns reflected the themes emerged
from parents' childrearing goals and strategies.
Background Information
The families: The six immigrant families involved in the present study all lived
in Amherst but one in Burlington, Massachusetts. The Chinese parents were firstgeneration immigrants, all from mainland China who came to the United States for
further education and spoke both Chinese and English. The mean time of their residence
in this country was 6.5 years. One family was Christian and the others had no religious
affiliation. Half of the six families had only one child the other half had two children
(see Table 4.1). Four families lived in apartments and two had their own houses. All
families were nuclear with an average yearly income of about 60,000 thousand. All six
families reported to speak Chinese at home with some use of English occasionally.
The fathers: All the six fathers were highly educated with an average 21 years
of schooling. Their ages averaged 38 (SD=4.3). Of the six fathers, four held
professional occupations and two were graduate students before coming to the United
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States. Among these, four fathers were two college professors, one a translator and
another musician. After several more years of education in the United States they had
experienced career changes. Of these six fathers, one started his own business, one
worked out his way to practice acupuncture, three were employed in trade or financial
companies and only one was teaching in a college (see Table 4.2 and Table 4.4).
The mothers: Like the fathers the six mothers had many years of schooling
(mean = 18), holding at least a bachelor degree. Their average age was 37, a couple of
years younger than the fathers. All six were professional women except one student
before they came to the United States. Among the five were two college teachers, a
musician, a technician and an accountant. After they came to the United States, four of
them continued their education. Of the four, two were still working on their doctoral
degree in education and teaching as assistants in colleges; one was teaching as an
assistant professor and one found a job as an accountant. Of the other two mothers who
did not have a chance to study further one mother worked as a technician and one
stayed at home taking care of her two children (see 4.2 and Table 4.5).
The children: The six toddlers (5 boys and 1 girl) were all bom healthy and fullterm in the United States. Their ages averaged 23.5 ranging from 13 months to 31
months. Four children were first-bom and the other two were second-born. Three of
them had siblings. On average the six children spent 4 months in daycare, 8.8 months
with their grandparents, 7 months with unrelated babysitters who spoke the child’s
native language (see Table 4.1). The following passages described each child’s profile
according to his or her parents. The information on each individual child came from the
interview with the six immigrant families:
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Zhuzhu, 26 months old at the time of the videotaping, is able to sing a lot of
songs. He acquires most of the songs by himself. He sings loudly on the birthday of his
peers whenever he has the chance. His parents seldom teach him formally. He is
always attentive when listening to songs and watching children’s programs on TV.
Zhuzhu is very interested in music and has a strong sense of rhythm. He dances
to any music he hears. He “practices” dancing for half an hour almost every day. “We
have tapes and always play them for him. He listens to the tapes and sometimes sings
along in the car. We learn children’s songs with him and sometimes from him.”
Zhuzhu is able to recognize a lot of words, knows the alphabet from A to Z,
counts from one to four, tells different colors, identifies many objects, and is interested
in learning and quick at it. He is able to recognize most of the words and identify the
pictures in the book “My First 500 Words”. He is able to identify quickly the word
pointed at. He has no problem telling a small letter from a capitalized letter. He is able
to tell most of the stories that his parents have told him. He likes to listen to rhymes.

•4

“Usually, we tell him stories before bedtime. He reads for half an hour every day
before bed, sometimes by himself, sometimes with us. He always calls for books after
bath. We buy him both Chinese and English books. He is very interested in reading.
Sometimes he picks up his mother’s Journal of Finance and reads very attentively for
quite a period of time.”
He likes to play blocks, cars, tools, and any toys that require thinking. He
especially likes trains. He enjoys shopping and going to the library with his parents.
He dislikes guns and doesn’t like TV much. “We often go to children's playgrounds
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and public libraries with him and buy toys that he likes.’ Zhuzhu likes to get involved
in adult activities. He mowed the lawn and planted trees together with his father.
Zhuzhu has a room of his own, sleeps by himself and sometimes co-sleeps with
his parents when he wants to. He observes, thinks and infers. He imitates others often
and learns from his peers. He feels learning is a lot of fun. ‘We intentionally teach him
how to read books, but he learns how to speak, especially English, with his peers.”
Zhuzhu is attentive when learning, concerned with others, confident, capable and
interested in many things.
Xingxing, 13 months old at the time of the videotaping, is just beginning to
speak. He sometimes listens to music, sometimes watches TV and occasionally reads
books with his mother. He is able to wave bye-bye and clap welcome. He can
understand many gestures.
Xingxing likes music and has a strong response to music. He stops fussing as
soon as the music is on. His mother plays music for him all the time to nurture his
interest. He also likes novel objects, anything new to him. He shows a strong
inclination to like boy toys. He does not like such toys as stuffed animals and dolls. He
likes to play with such household appliances as tape recorders, TV, and the microwave
oven. He would lose his temper when you take such things away from him. He likes
anything that makes noise. He especially likes to play with the vacuum cleaner. He
follows his mother everywhere whenever she cleans the house with it, then he wants to
use it himself, pushing the buttons and touching the cleaner here and there. He never
tires of it. ‘Til let him play as long as it is safe for him. It doesn’t matter if he breaks
them.”
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Xingxing has slept in the same bed with his parents since he was bom. His
mother believes co-sleeping may strengthen the bonding of the mother and son. He
learns from observation and imitation. He picks up a cup and drinks water from it after
he observes others do this. He opens the door the same way that others do. He is very
curious.
Lingling, 20 months, has read about 30 books with her parents and baby sitter.
She is able to recite a dozen Chinese poems, sing quite a number of songs, recognize
different colors and shapes and uses the word ‘proper’ and ‘extremely happy”
appropriately in context. She is also able to explain how the traffic light works. She
knows red light for stop, yellow light for drive slowly and green light for go. “We often
talk to her as if she is an adult. We keep her busy talking all the way when traveling in
the car. She can understand reasons more than we think.”
Lingling stays most of the time with the baby sitter at home, listening to music,
reading children’s books. Sometimes the child gets involved with what the baby sitter
does and sometimes goes to the playground with her. She also reads books and listens
to music and goes traveling with her parents.
She loves learning. She immediately stops whining or making a fuss as soon as
her mother promises to read her the book she likes and never becomes tired of it.
“She’s been read to sleep every night since she was a baby. If you don’t read to her, she
won’t go to sleep.” She sometimes talks and reads to herself. She can read for quite a
period of time alone. She likes to think for herself. She likes to listen to music and
songs and dances to the music she hears. “We had music on for her all the time when
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she was a baby.” Her father often sings for her, sometimes he sings with her in his arms
for two hours.
Lingling does not like stuffed animals, dolls or any animated characters. She
likes things closer to reality. She likes to pick up stones and going to play on slides and
swings. She likes to play with boys a little older than she is and to talk with people.
She doesn’t learn by rote. She remembers words she hears in her head and is able to
use them some days later. She observes closely and imitates a lot. She follows her
steps when the baby sitter makes bean milk. She intentionally spills some water on the
floor in order to mop it off as the baby sitter does. She learns through reading books
with the baby sitter and talking to her often.
She has a rich imagination, calling hot air balloons bulbs, the air conditioner ice
cream and ears of corns, peacock tails. She is sociable, receiving phone calls and
talking to people. She is observant, creative, intelligent, and considerate. She never
hesitates to say hello to anybody she meets on the street. She sleeps in her own bed.
She shared the same room with her grandparents until she was a year and a half old and
later with the baby sitter.
Mingming, 24 months, has read about 100 children’s books with his mother. He
is able to understand a lot of stories, speak several jingles, tell colors, and count to 10.
His mother reads to him about at least an hour everyday after bath and before bed.
Mingming spends most of the day at a daycare center. After daycare he plays
toys, rides bikes and reads books with his mother. He often goes shopping with her and
sometimes plays the piano with his mother sitting beside him. He also gets involved in
cooking, such as making dumplings. Mingming enjoys reading books with his mother.
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He sometimes requires his mother to read books one after another. If she refuses he
cries for it. He likes cars. Lego and form filters.
Mingming was born with a desire to learn. He learns from reading books,
playing with toys and communicating with others. “I have kept talking with him all of
the time. I tell him that his outfit is of cotton and white and that his boots are green
when dressing him.” Mingming sleeps in his own bed and shares the room with his
parents. He loves learning and is concerned with others.
Maomao, 30 months, has read a lot of books. He is able to understand the plot
of a story pretty well, do simple addition and subtraction, draw pictures and explain
things. He is beginning to understand rules and how to follow them.
Maomao goes to nursing school every afternoon and stays with his mother at
home during mornings. He goes to the library with his mother almost every day. He
reads books and listens to stories with his mother. Sometimes he draws alone in his
own room. “We read to him every day and often play toys with him.”
He likes to ask questions, endlessly. He asks why the moon is bright and why it
is sometimes round and sometimes crescent shaped. He likes to play with toys with his
mother sitting beside him. He likes to follow his mother here and there, sometimes
helping her do household chores, folding clothes for example. He likes games, all kinds
of balls and turtles on television. His parents encourage him to eat a balanced diet by
associating the food he eats with all kinds of ball games. “He likes all kinds of ball
games. We associate the food on the table with the games he likes to play; eating
chicken with the ability to play basketball; bean sprouts with the ability to play golf;
green vegetables with the ability to play Ping-pong, and drinking milk with strong
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bones for any kind of play with balls. He was born with a desire to learn and ability to
reason. He observes, thinks and figures things out for himself. He sleeps on his own
bed but shares the same room with his parents sometimes with his grandmother.
Haohao, 21 months, has read about 20 books with his parents. He is able to
speak single words such as lamp and bird and to recognize some animals from books.
He can understand a lot of what others say to him but he is not willing to speak. He
employs gestures to indicate his attention. He learns how to read books, swim and
listen to music. “He began to listen to music even before he was bom. He’s been sung
to sleep every night.”
Haohao has been staying with his baby sitter, who is an older Chinese woman.
He reads and plays toys (games?) with his parents often when at home. He sometimes
goes swimming and sometimes plays on the swings and slides with his mother at the
playground. He likes taking a ride, playing in the water and doing outdoor activities.
He likes novel toys and loves to play with kitchenware, tools and especially the vacuum
cleaner. He likes to listen to music but doesn’t like reading too much.
Haohao likes to observe and imitate. He shaves himself after watching his
father shaving and he applies lipstick and combs after seeing his mother do it. He also
learns from listening to the same story and reading the same words repeatedly. He
sleeps in the same room with his parents on a separate bed.
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Demographic Information on the Immigrant Chinese Families
Table 4.1 Child’s General Information
Total number of children

6
Female

1

Male

5

First

4

Second

2

Mean

SD

Age in months at start of study

23.5

6.488

Months in daycare

4

4.56

Months with grandparents

8.833

7.91

Months with other babysitters

7.167

7.25

Gender

Birth order

Table 4.2 Parent’s Education
Mother

Father

Mean

SD

Mean

SD

Age

36.833

5.947

39.667

5.61

Years of Schooling

18.167

2.714

21

2.828

Years in US

6.833

1.862

7.633

2.547

Table 4.3 Family Income
Range

Mean

SD

Income

16k-150k

60.167k

51.499k

Household compositions

3-4

3.5

0.5478
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Table 4.4 Father’s Career
In China

In US

1

Musician

1

Acupuncturist
2

College teacher/Professor

1

Business man

1

Under writer

1

Student/Research Assistant

2

Translator/director

1

1

1

Cooperation director

Table 4.5 Mother’s Career
In China

In US

Musician

1

Accountant

1

1

Technician

1

1

College teacher/Professor

2

1

Student/Teaching Assistant

1

2

Home maker

1

All the parents from the six families came to the United States as adults for further
education. It is apparent that they were highly educated and held professional
occupations in the People’s Republic of China. The mean number of years of education
was 18 years for the mothers and 21 years for the fathers. They were an older group of
parents with years of experience working in China and life in the United States. All the
mothers were over thirty with a mean age of 37 and the fathers were a few years older
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than the mothers with a mean age of 40. So they tended to be more mature
psychologically and more reflective of their childrearing practice in the host culture.
The household compositions range from 3 to 5 with a mean household income of about
$60,000. Parenting in a culture totally different from the culture they grew up in was a
challenge for this group of immigrant Chinese parents. These parents take their
childrearing tasks seriously. They painstakingly try to find the “optimal way” to raise
their children to be successful members of the society.

As this group of parents was

highly educated, with both cultural experiences, thoughtful of their childrearing practice
and eager to learn they are highly reflective and articulate of their own parenting goals
and strategies.
Parents’ childrearing goals and their parenting strategies
This section summarizes parents’ childrearing goals and parenting strategies
relating to their goals and the five emerging themes.
In respond to the interview questions (Appendix, 2), the parents of the six
immigrant families used 99 descriptors (Table, 4.6) to describe the desirable personal
traits or attributes as their developmental goals for their children. These descriptors fell
into three categories that reflected three dimensions of self-development including
independence, interdependence and moral character. The three dimensions of goals
represented the Chinese parents’ ideal self for their children and indicated what the
Chinese parents called a fully developed individual. In general the parents expected
their children to grow up healthy, happy, independent, self-reliant, sociable, competent
(yiu benshi) and moral.
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Table 4.6 Parental Goals
In relation to oneself, independent self (Traits with an

Count

independent orientation)
1

independent

5

2

healthy

4

3

self-reliant

4

4

thinking inquisitively

4

5

autonomous

3

6

happy

3

7

intelligent

3

8

self-respect

3

9

knowledgeable

2

10

self-confident

2

11

studying hard

2

12

creative

1

13

diligent

1

14

goal-oriented

1

15

handsome

1

16

having a belief

1

17

persistent

1

18

psychological well-being

1

19

safe

1

20

secure

1

21

self-motivated

1

22

successful

1

23

versatile

1

Sub Total

47

In relation to others, interdependent self (Traits with an

Count
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interdependent orientation)
1

concerned for others

5

2

sharing

5

3

sociable

5

4

polite

4

5

not aggressive

3

6

able to get along with all kind of people

2

7

caring and respecting parents

2

8

friendly

2

9

a little aggressive

1

10

able to get along with people of different

1

ethnicity
11

moderate sociable

1

Sub Total

31

General moral character, and personality traits

Count

1

of good character

4

2

gentle

2

3

honest

2

4

modest

2

5

patient

2

6

reliable

2

7

unselfish

2

8

good-tempered

1

9

introvert

1

10

responsible

1

11

self-restraint

1

12

upright

1

Sub Total

21

Total

99

97

As an independent self, the parents expected their children to grow up physically
safe and healthy (6), inquisitive (5), intelligent (4), knowledgeable (3), versatile, and
cognitively creative (2). Most important of all, parents wanted their children to feel
secure and happy (5) become independent (5), autonomous (3), self-respected (3), selfconfident (2), self-reliant (5), goal-oriented (3), and self-motivated (2) (for frequency of
each quality see Table 4.6).
As an interdependent self, the parents wanted to build up a close emotional tie to
their children. They expected their children to be sociable, and able to share, to care and
to show love, consideration, kindness and politeness to others. They wanted to see their
children to be cooperative, friendly and being able to get along with other people.
As a moral self, the parents would like their children to possess good moral
characters: being reliable, trustworthy, honest, unselfish, responsible, just and obedient
to the law. These three categories go hand in hand with the educational principles or
guidelines established by the Chinese government when the parents of the children were
at school.
In discussion of how to realize the mentioned childrearing goals, the parents
expressed many different forms of parenting strategies. These strategies can be
summarized around 5 themes. These themes included (1) a focus on learning; (2) an
emphasis on emotional closeness between the child and parents; (3) a stress on the
development of moral character and (4) the importance of adopting the values of host
culture and maintaining the virtues of heritage culture; (5) the importance of guided
independence or self reliance. These themes were discussed explicitly in the interviews
with all the six families.
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Theme 1: A focus on learning
Chinese immigrant parents strongly emphasized the importance of learning in
their childrearing practice. These parents talked at great length about their children’s
learning. The focus on learning was clearly seen through daily parenting activities such
as feeding and free play with children. In relation to learning, these parents had clear
ideas about how their children learned and what they could do to facilitate their
children’s learning. This can be illustrated by examining what the parents say, what
they do and what they mean.
A: What the Chinese parents say:
Parents believed that they should be responsible for training their children to
develop a love for learning. Parents conveyed their perception on the importance of
learning in their own expressions as summarized in Table 4.7. Among the strategies the
most frequently mentioned were “talking to the child” (6) “developing a habit of
learning” (5) “fostering the child’s interest and curiosity in learning” (5), “supporting the
child's own efforts” (4), “providing a learning environment” (6), “capitalizing on the
child's own course of development” (3), “avoiding pushing or exerting pressure on the
child in learning” (3), “encouraging the child to take risk in learning” (2), and “nurturing
the child's own talent and desire to do better” (2). These expressions from the parents
suggest that the Chinese parents not only know the importance of learning but also
understand how their children learn and how they can best foster their children's learning.
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Table 4.7 Parental Strategies
Strategies to achieve parental goals

Count

1

Talk to child.

6

2

Encourage the child to get involved in adult activities.

5

3

Influence child by examples.

5

4

Develop a habit of learning.

4

5

Foster child’s own interest and curiosity in learning.

4

6

Encourage and praise desirable behavior.

4

7

Encourage and support child’s own efforts.

4

8

Provide a learning environment.

4

9

Guide, inspire and encourage.

4

10

Discipline through reasoning.

4

11

Develop good eating habits, eat well, provide nutritious food, and prevent

3

junk food.
12

Encourage child to play with pees.

3

13

Capitalize on child’s natural course of development.

3

14

Avoid pushing or exerting pressure on child’s development.

3

15

Encourage child to do things by himself.

2

16

Encourage self-exploration.

2

17

Teach child proper social behavior.

2

18

Bring child’s potential into full play.

2

19

Encourage child to think inquisitively and independently.

2

20

Spend time with child.

2

21

Give the child love, care and attention but do not spoil.

2

22

Foster child’s self-esteem and build up child’s self-confidence.

1

23

Keep a good balance between flexibility and firmness, between freedom

1

and authority.
24

Establish trust between child and parents.

1

25

Encourage child to take risks in learning.

1
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26

Develop a sense of right and wrong.

1

27

Teach principles, values, ways of dealing with problems and rules of

1

conduct through daily communication with the child.
28

Set clear limits to child’s mischievousness.

1

29

Nurture child's own talent and desire to do better.

1

30

Develop a sense of responsibility.

1

31

Let child understand parents’ hardship in order to provide the child with a

1

better life.
32

Teach child when he/she is ready.

1

33

Respect child.

1

34

Be truthful and egalitarian toward child.

1

All six families mentioned talking to the child” as facilitating learning. The
following passage from a mother illustrated that the mother made it clear that her son
learned through daily communication with adult so she often engaged him in conversations
with her or in her narratives of the surroundings.
Mingming learns through talking to him repeatedly. When taking a walk with
him outside I am always talking to him about the environment. For example,
seeing the grass had just turned green I talked with him about it. I told him the
grass would turn fully green. It had started to grow and it would be growing
bigger and bigger as it would become warmer. He nodded his head. It seemed
that he had understood. He might not be able to hilly understand it. I think, at
least, he was able to get something from this talk. For another example, when
Mingming wakes up in the morning we talk about the weather. I would like to
say it is time to get up. Look out of the window. When it is sunny I would say it
is clear and bright. The sun is out. When it is a rainy day I would tell him it is
raining and the raindrops come from the sky.
The Chinese parents perceived such daily events as feeding, dressing, playing as
learning opportunities. A mother’s account of her child's learning illustrated the point:
Mingming learns through playing with toys. When buying toys we pay special
attention to the features of the toys that stimulate learning such as different
shapes and colors.
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She continued:
I have not taught him specially to count. Sometimes when he is eating cereals I
would tell him how many yellow ones, red ones or green ones he has.
Sometimes he starts to count. He is able to count from one to ten in both English
and Chinese.
Another mother reported that how she talked with her child:
Lingling likes us talking with her. When riding in the car we tell her stories and
sing along with her. We explain things to her. She can understand reasons. We talk
about a lot of things to her and treat her as if she were older.
The father added:
She can understand some. I told her not to eat anything picked up from the floor.
One day, she got something from the floor and put it in her mouth. I explained to her small bugs would get into her tummy when she eats something dirty from the
floor and the little bugs would give her pain in the tummy. She got the idea, started
to cry and tried to take it out of her mouth.
These parents also believed providing a learning environment is important.
Chinese mothers encourage independent explorations of their physical environment. They
believe that free exploration stimulates thinking, enhances learning and fosters selfconfidence. One mother reported that she allows her son to play with any of her household
appliances when safety is ensured. “Two radio cassettes have already been damaged by the
child.” “I bought another one for him on tag sale.” “If we don't set limitations to his action
he will feel that he can try everything and he can do everything.” As one mother put it:
"I think parents should give children freedom to explore. I don't agree with
controlling children. It doesn't matter for children to take a little risk. I let
him (her child) go everywhere and touch everything as long as it is safe for
him...It doesn't matter if he damages things. Go and play with it. It is good
for his development to allow him freedom.''.
“I encourage my
children to experiment with new things. I often take them out. Thus they
have more chance to see? The more they see the more they will know. This
is my opinion. I want them to know a little bit about every thing so that
they can make a choice”
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- V.
These parents regarded fostering interests in learning as essential. Five out of six
families mentioned playing music or songs often for their children to foster their children's
interests in music. One mother told the researcher her child started to play around with the
piano when he was several months old. Another mother stated:
We started to play music for Han when I was pregnant. Especially my husband
thinks it very important to nurture him with music. I like to sing and often sing to
him. Singing beautifully or not we just want to develop his interest in music. Now
he started to hum the tone.
B: What Chinese parents say they do or practice?
Developing a habit of learning in their children (5 out of 6) was considered very
important for the parents. Parents involved their children in many different kind of
learning activities. All the families reported that they read books, played music and told
stories to their children often. Reading was an integral part of children’s daily lives.
Some parents read to their children as early as three months of age and one mother
mentioned that she started to play music for her child during her pregnancy. Of the six
families five reported to have bed time routines. Reading was an important part of that
routine. Parents had read to their children at least twenty books on average by age two.
As one extreme example, one mother mentioned that she had read her two year old son
about 100 books.
Some families reported that organized special learning activities for thenchildren such as visiting local libraries, books stores and museums. Most of the families
mentioned encouraging their children to participate in household adult activities such as
making Chinese dumplings, and cleaning up rooms.
C: What the Chinese parents mean?
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These immigrant Chinese parents believed that benshi (competence) came from learning.
Benshi helped to enhance one’s sense of independence, autonomy, self-respect, selfconfidence, and self-reliance. As a mother put it:
To be self-reliance one needs to be knowledgeable and skillful. He needs to set up
goals and strive for them with determination, insistence, and persistence. To
become successful one has to be extraordinarily competent and better than many
others in performance at work.
A father also voiced this point:
We hope Anzhu at least to be self-reliant, empower himself with skills and develop
his own strength through learning.
Therefore, for the Chinese parents learning was a powerful means to achieve
successful ends in life. In other words, they cultivate the desired traits in their children
through learning.
To summarize, learning was highly valued by the Chinese immigrant parents.
Learning was emphasized through their daily childrearing practice. They believed that
learning can help their children to develop the desired developmental goals. They started to
cultivate the seed of love for learning in their children by developing a habit of learning in
the children, by arousing their interest and curiosity in learning, by providing a learningenhancing environment, by talking with their children, by arranging age appropriate
learning activities and by encouraging their children’s own efforts (as illustrated in table
4.8).

104

Table 4.8 Importance of Learning
Skills and traits coming out of learning

Strategies that foster learning

Competence

developing a habit of learning

Intelligence

fostering child’s interest and curiosity

being knowledgeable

encouraging child’s own efforts

self-reliance

providing a learning environment

self-confidence

capitalizing child’s own course of
development

Creativity

avoiding pushing and exerting pressure

independence and autonomy

nurturing child's own specialties and
desire to do better

Theme 2: emphasizing emotional closeness with children
Developing a loving and trustful relationship with the child is the essence of
Chinese parenting. Chinese parents believe that such a relationship with children
fostered self-esteem, self-confidence, happiness as well as self-reliance in children. For
the Chinese parents the emotionally close tie with their children is fundamental for their
children to feel secure and happy, to develop a good relationship with others and to
become independent and successful in society beyond family settings.
The concern to develop a close relationship with the children is typically expressed
in the following passage.
What was important for me was to develop a trustful relationship with her... I hope
that my children will grow up to be emotionally close with me and talk with me
about everything they do regardless of good or bad. I hope to be able to help them,
to warn or advise them, but not to force them to do anything. If they can tell me
anything that would be the best.
The theme of developing a loving relationship with the child was also expressed in
a dimension of providing a sense of security and happiness.
105

First we want him to feel loved from us parents. We want to instill a sense of
security in him through our love to him. We hope he would be able to see us to
practice consideration of others, love, and care to others and model taking the
matter of others as our own.
The mother added:
We hope our children have more love from us. We want to make them feel that we
really love them that we are happy together and that we are a happy and peaceful
family.
A father who would like his child to keep the value of close relationship in the
family as much as possible talked about the importance of developing a loving relationship
with the child and shared his view how that loving relationship were related to selfconfidence, sense of responsibility, success and independence:
We have given her (his daughter) a lot of attention and care. We attend her
whenever she cries. It is true that it takes us a lot more work for such care. We
think we should do so. We don’t believe that she would become dependent or
spoiled because we care for her a lot. Care and love can never be too
much....Giving the care and love she needs you need not to worry about her being
independent in the future.. .If you hold her hands when she needs you and bring
her up with love and care there would be no problems for her to grow up
independent and confident.
This father supported his point by his own experience as a child. He continued:
I feel my view of rearing a child had a relationship with how my mother brought
me up. She loved you and trusted you. This helped you to develop a sense of
responsibility to do well. If parents can provide the proper guidance and strengthen
this sense of responsibility this sense of responsibility would be able to turn into
strong motivation for the child to do well. This is what I learned from my
experience as a child. My mom was always giving the best to her children. For
example, in our family, my father worked the hardest. He was always the first to
get the best at the dinner table, then the turn came to the children, my mother was
always the last to eat. She used to eat whatever left from us, but she was happy
with her sacrifice. This love enhanced our sense of responsibility to become
successful.
This father spoke in great confidence that he would not spoil his child by giving
her care and love. He was sure that his child would achieve independence without
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problems regardless attending her when she cried. For him, developing emotional
closeness through care and love would not lead the child to be dependent instead it will
help to enhance independence. For this father independence derives from care, love, close
and trustful relationship with the child and especially from being sensitive to the child’s
emotional needs. For this father developing emotional close relationship is not in conflict
with or in opposition to fostering independence in children. Instead, a close relationship
with the children becomes a necessary condition for children to achieve independence.
For Chinese parents the loving relationship developed with the family members
could be transferred to a loving relationship with people beyond the immediate family
members. One mother put it this way:
We encourage him to be considerate of others. One day a child fell down.
He went over and lent his hand and helped the child up. I felt touched by
him because he was, at such a young age, able to show concern for another
child. I praised him for that in front of his father when we came back home.
He was very happy. I believed that whenever he came across such a
situation he would continue to do so. We care about his relationship with
his brother. Every time he has anything such as banana or ice cream he
would give half of his to his brother. ... I feel if he can care for his family
members he would be able to show care to others. We love him and make
him feel loved. Built on this love we expect him to be able to love his
family members and love other people in society too.
Thus for this mother the ability to love in her children grows out of being loved at
home.
Another mother described the view that happiness resided in harmonious
relationships with others as the Chinese mind:
... Before doing anything you should think of others first that is our Chinese mind.
You can only be happy when people around you are happy. When people around
you are not happy you can not be happy. It is philosophical to talk about it. In fact
it is true. Think about it. When sharing a house with other people if you make
others unhappy they would find trouble for you. Finally, you would not be able to
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be happy. Therefore, you should consider others first and should not be selfish.
You should think about others and think about people around you. When you
associate with others you should give priority to their interest and needs.
Respecting parents is a virtue of our heritage culture I expect him to maintain this
part of our traditional culture. I don’t expect him to forget his parents before he
graduated from high school or after marriage. Even after marriage he still should
respect his parents.
How to achieve emotional closeness
Parents tried to ensure this emotional closeness through their culturally
customary practice such as sleeping arrangements and consciously developed childrearing strategies or means.
Enhancing emotional closeness through sleeping arrangement
All six families reported to co-sleep with their children during their toddler
years. Regardless of the advice from the pediatricians to put their children in a separate
room as early as possible to ensure children to develop good sleeping habits they
insisted on allowing their children to co-sleep with them in the same room because co¬
sleeping may foster emotional closeness between children and parents. As one mother
expressed it explicitly:
The Americans strongly emphasize that children should sleep alone. I think
it is not necessary. Children sooner or later will not sleep with you when
they grow up to a certain age. Sometimes it is the children's emotional
needs. For example, they pester during the night. If you ruthlessly decide to
sleep alone they will be able to separate from you. But I don't think it is
necessary. Their emotional need is more important. ... I feel that he (her
son) feels a kind of security from co-sleeping. You may say that the earlier
he sleeps alone the less that kind of emotional demand he will have. .. .1
feel that children want to sleep on the same bed with you because they need
to. It might be a positive factor. Is that right? I think feelings between child
and parents are very important. When children grow older they
automatically will not need to sleep with you. I don't think they still want to
co-sleep with you when they become teenagers. It is almost impossible. I
think it might be because of our cultural heritage— sleeping with parents
for quite a period of time when children are young- that leads to a
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relatively closer family relationship and emotional interdependence. It
might have something to do with it. If you manage the child sleep alone
from very early, he will feel alone. It might not be good for the child at all.
So I don't force them to sleep alone. Lisa (her daughter) is still sleeping
with us in the same room but not on the same bed. When necessary I will
have her sleep alone or when she herself is willing to sleep alone. Now she
can sleep alone but always feel scared.
Like this mother, Chinese parents perceived co-sleeping as related to developing
a closer family relationship and they regarded satisfying the child’s emotional needs as
very important.

Letting children to sleep alone in a separate room is not acceptable,

even ruthless to some parents.
Achieving emotional closeness through consciously developed strategies
Chinese parents consciously developed strategies for developing a loving and
trusting relationship with their children. (See Table 4.7) These strategies were well
thought out. All parents came to agreement that providing children with love, care and
attention was essential in developing a trustful and loving relationship. They clearly
realized that investment in time and energy was a necessary commitment. They
preferred to discipline their children through reasoning not punishment and through
providing guidance and encouragement not through scolding. Chinese parents
emphasized sensitive and responsive parenting to children’s physical, social, emotional
and cognitive needs for development regarding establishing an emotionally close
relationship with their children. For example, to satisfy children's physical needs
Chinese parents emphasized “developing good eating habits in children, providing
nutritious food for them and keeping them away from junk food”. To satisfy children’s
learning needs parents thought they should “avoid pushing or exerting pressure on the
child, follow the child’s natural course of development and teach them when children
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are ready to learn””. To satisfy children’s social needs parents invited peers home to play
with other children. Among other effective strategies parents mentioned establishing
trust between child and parents, showing respect to their children, and treating them as
friends and equals. They also believe spending time and talking to children and
involving children in adult activities enhanced their relationship with their children. A
mother illustrated the kind of communication that enhanced a close relationship with
her child:
We need to spend time with him (her son), be patient with him, speak kindly, no
scolding when he makes mistakes, explain clearly what and why he should and
should not do.
In summary, Chinese parents believe that developing a loving and trustful relationship is
fundamental for their childrearing task. They believe that to bring up sensitive, respectful,
caring and loving children, they themselves need to love, care, and respect and be sensitive
to their children in their child rearing practices. The Chinese parents believe that a close
relationship with their children fostered happiness, sense of security and responsibility,
self-confidence and independence in their children. They also believe that a close
relationship is derivative of other good social relations beyond the parent-child relationship
at home. Parents ensured a loving relationship through daily practice and well thought out
strategies.
Theme 3: A stress on bringing up a moral child
All the families expressed the importance of bringing up their children with a good
character. Four of them considered instilling good morals as the most important tasks of
childrearing. In response to the question what do you consider the most important in
childrearing, four families replied congruently “good character”? By good character the
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parents referred to a person with specific characteristics such as “being responsible”,
“reliable or trustworthy”, “honest”, “obeying the laws”, “modest” “righteous or upright
and “unselfish’. Five of the six families expressed the importance to teach their children
the principles, values, and rules of conduct through daily communication including
teaching children how to take responsibilities for themselves, for others and for the
society. Among the mostly mentioned parenting strategies to achieve the goals were
modeling, encouraging and praising desirable behavior, setting clear limits to child’s
misconduct and talking through problem with their children.
A father stated how to realize his goals:
We need to communicate our values to the children through our daily
communication and to talk about it everyday, every month and every year.
The importance of bringing up children with good character was summarized in this
father’s own words:
Character (moral standing) is the most important regardless where you are and
what you are doing, whether you are in China or in America, whether you are able
to attend a college or to be a carpenter. .. .knowledge is only a tool. If you don’t
know how to conduct yourself what is the use to have knowledge. You need to
stay on the right path. If knowledge you have is the merchandise, and you are the
train, character would be the railway track. The train with the merchandise has to
run on the right track. Of course, if the train is empty it has no use to run. If the
train can not stay on the right track no matter how much merchandise it carries it
will definitely fail its task. The most important is to have her following life
principles. On one hand, she should be kind, honest and trustful; on the other hand,
she should be self-motivated and willing to strive for success.
Chinese parents believe they are the role models of their own children. "If you
want your child to read, parents should read a lot". “Words are important but action speaks
louder than words in educating children. Parents should practice what they preach.” All the
six families mentioned modeling desirable behavior. As one mother stated:
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I feel that what I say and do is very important in front of children. Parents should
be able to behave well, improve themselves and teach them through their own
deeds and words. Children would not listen if what you do is in disagreement with
what you say. Children would not cooperate with you. Only when parents can set
good examples then children would follow them willingly.
The husband added:
Children learn from their parents’ words and deeds including what they teach, the
way they talked to their child, the way they communicate with their spouse, and the
way they get along with other people.
Still another mother mentioned the most important for her child is to know what
kind of person he should be. She emphasized to teach her son responsibility and wanted
him "to be able to take care of himself, take care of his family, take care of other people,
make contributions to society and bring peace to the world. He should at least not use
drugs, not steal, and not go for robbery.
In sum, Chinese parents placed a high value on developing moral characters in
their children. They thought it was very important for them to instill values and a sense of
right and wrong. They believe that morality provide directions of life for their children. For
these parents teaching morals should be enhanced at home through modeling, praising
desirable behavior and talking deliberately what is right and what is wrong. They
emphasized the approach of opportunity education for developing their children’s moral
character. Moral education should be fabricated in their daily communication with their
children.
Theme 4: Adopting the values of the host culture and maintaining the virtues of
the heritage culture
In response to the question how parents should educate their children here, all the
parents emphasized the importance of maintaining the virtues of the heritage culture and
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learning from the good values of the host culture. They have kept an open-mind regarding
adopting the values of the host culture and showed a strong sense of wanting their children
to carry on the virtues of the heritage culture. They appraise both cultural values critically
and decide for themselves what is of value and what is not, acting accordingly. Chinese
parents talked very specifically and reflectively what values of the heritage culture they
want their children to carry on what values of the host culture they want them to learn. As
a father stated:
How to educate the child here? I think we should maintain the virtues of the
Chinese culture and learn from the merits of the American culture. Learn from
others without worshipping them. Learning does not mean following them in every
way. Some people have tried to become American. They tried to learn to speak
English well and stopped speaking any Chinese. In this way, they can not learn
English well but forget their Chinese. I do not think that is right. Besides, their
children tried to follow the American children: dressed in the same kind of clothes
and shoes, staying out over night for a party, finding girl friend at a very early age.
That is wrong. Americans have a lot of good things that we should learn. Their
children comparatively are more independent and more expressive. I feel they are
weak in term of foundational knowledge but strong in terms of implementation of
knowledge. They teach computer technology before children have a good mastery
of multiplication table. Of course, it is good for a two and a half year old to be able
to use computers but he should also learn the multiplication table. ... Now I am not
worrying about that she will not be able to learn what is good from the American
culture, but I am worrying that she is not able to maintain the virtues of Chinese
culture.
"Our traditional practice is comparatively too conservative. In general I
think we should let go." I don't expect him to be a dragon (a symbol of success)."...
"At her (the daughter) age, according to what we Chinese think, she could take
care of her brother..." "But I don't think she should. I think this is the influence of
education in American society.
"... I don't know whether it has anything to do with my personal change. When
you were in China you made great efforts to pursue your undertakings to achieve a
certain status so as to gain respect from others. I have changed a little since I came
here. I feel that feeling happy is the most important thing. As long as I am feeling
happy I don't care about my future, my status, and how people look at me. This is
the change in me. As for my children, I generally believe the same. It would be
nice if they could live a good life. I would not like to see them suffer from being
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poor. Of course, nothing is bad if they can live a comfortable life, get a good
career, make a lot of money and be happy. But happiness is the first thing."
Some parents mentioned they learned from the way that American teachers show
respect to children even when they make mistakes. The qualities that the Chinese parents
regarded as virtues: taking pleasure in helping people, give priorities to other’s interest or
needs, respecting parents and moral characters mentioned in the previous section and
emotional closeness with parents. They believe that what should discontinue is the
reinforcement of obedience to parents and authorities, and disciplining through corporal
punishment and exerting pressure on children’s learning. They also mentioned they should
lessen the degree of strictness with children and give more room for children to grow
themselves. Parents mentioned to learn from what they considered good values of
American culture such as respecting children, being equals, encouraging independent
thinking, creativity, and verbal expressiveness and disciplining through reasoning not
physical punishment. What they would like to continue from their heritage culture is moral
education, respect for parents and emotional closeness with children. One father said:
I would pass down what has been considered very important in traditional Chinese
culture such as “having good morals” “being polite”, “respecting parents44.
Developing good characters in children is not as reading a book. Teaching morals
is a process. It should be talked about in daily interactions.
Another father hoped her daughter to be able to keep a balance of assimilating the
American culture and maintaining the Chinese culture. What he referred to was close
relationship with the family and parental love for children.
Some people think that their children as the first generation of immigrants should
melt into American mainstream or assimilate. It may not be a good thing to totally
assimilate. There are a lot of good things in Chinese culture. They should not be exactly
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the same as the Americans but some would be the same. What is considered good should
be the same and what is considered bad should not be the same. In general the more they
can maintain family values the better. Comparing parenting with the Americans I think we
Chinese pay more attention to children. American children seem to be more independent.
When a child wakes up crying at middle of night some Americans just let him cry. We
have not accepted that. If no body ever attends her when she wakes up crying she would be
able to go back to sleep by herself sooner or later. We think why we should do that. When
she cries we go and comfort her and then she will continue to sleep. I feel she would have
a close relationship to people when she grows up. I don’t think Chinese are less
independent than the Americans when they grow up. In order for her to become
independent we need to encourage her, enhance her self-confidence, love her and give her
as much as we can. Of course, we need to avoid spoiling her and encouraging her to be
self-centered. I think we will not spoil her...providing her love, care and attention would
not be wrong, actually the more the better. The important point is to let her understand
parents.
One mother talked about her change in perception regarding disciplinary issues.
She expressed that under the influence of the way that the American teachers deal with
students with behavioral problems she used more reasoning to discipline her child. She
critically talked about using more punishment in dealing with undesirable behavior with
her elder son.
Another mother talked about the influence of her own experience as a child on her
parenting her own child:
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I felt I was under strict control of my parents as a child. I do not feel it is good for
children. So I tried to pay special attention not to do so. I hope to be able to give
my child more love and make them feel loved. I hope to have happy time together
with my children and be able to show that we are a happy family; we love each
other and live in peace and harmony. It seemed that in our family in China we had
to obey our parents and did what they told. ... Now I feel that parents may not be
always right, so we should allow our children to have ideas of their own.
The father added:
we hope they are able to live in love, love others, accept love from others and
accept the love of God.
To summarize, these parents explicitly expected their children to maintain the good
values of their heritage culture and at the same time to learn from the good values of the
host culture. They had a clear idea of what should continue and what should not and what
should they adopt from the host culture. It seemed that they kept on guard against the
influences that the parents perceived as negative and had some concerns that the next
generations would not be able to maintain the good values of the heritage culture such as
respecting parents.
Theme 5: an emphasis on guided independence
All the Chinese parents stressed the importance of fostering children’s sense of
independence. For them, independence means to know life principles, to walk on the right
path of life, to grow from love, care and attention, to be guided by parents. Independence
should not be practiced in form but in essence. Providing love, attention, and care is
critical for fostering independence in children. Developing a close relationship is crucial
for planting the seeds of independence. That close relationship with their children is the
base for children to be growing up with self-confidence, self-reliance, independence and
self-exploration. For the parents, independence is social in nature. As one father put it.
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talking about training children to be independent, the Americans emphasize training their
children to be independent.
Regarding this I did not pay any special attention. To children I feel we should give
as much attention as we can. You need not to worry about her not to be able to be
independent. We should foster her confidence, make her feel loved there should be
no problem for her development. We should borrow from the Americans to teach
their children to be independent. It would be beneficial for Chinese. However, my
mother did not train me to be independent at an early age. I do not think I am not
capable of being independent.. .1 remembered a story. An old lady from the
countryside sent her son to the army. In front of people she said her son would
become a general in the future. Everybody laughed at her. Later, her son did
become an officer. His mother’s love for him and trust in him can be transformed
into his motivation and responsibility to strive for success. I think this is very
important. For some Americans his mother has never loved him and paid him no
attention. So he has no that kind of responsibility and motivation. For whom
should he work hard? For himself? But how? Nobody holds him when wobbling.
If he is not able to walk right since he was a child he would continue to wobble all
his life. Some people say if you hold him walking he would become dependent on
you. It may not true. If you hold him walking right when wobbling he is able to
walk independently from early on to adulthood.
The father continued,
I want them (her children) to be independent. The Americans strongly
emphasize that children should sleep alone. I think it is not necessary.
Children will sooner or later not sleep with you once they reach a certain
age Sometimes it is the children's emotional need. For example, if they
pester you during the night. If you ruthlessly decide to separate them from
you, they will be able to do so. But I don't think it is necessary."
A mother expressed the importance of fostering independence in children:
There is a need for a change in our traditional way of childrearing practice.
Traditionally, parents take care of their children from childhood, to college years,
to marriage, until the birth of the next generation. I think first of all we need to
foster independence in children. This is very important. For my children I am
prepared to have him to work by the age of eighteen. I wanted him to experience
life and not to rely on parents and be independent. .. .They would not be able to
make their own decisions and become mature. If children are relying on parents
financially and not able to be independent psychologically. ... Children should not
grow up depending on parents or depending on others. They should be self-reliant.
Only thus they will be able to establish themselves and feel fulfilled. When meet
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challenges they feel they can do it. They will be able to draw the lessons from their
failure for future success even if they fail.
One mother also talked about how she encouraged her son to do things by himself:
I always direct him to do things. When going out I ask him to get his own socks,
and shoes. On one hand, I want to know whether he is able to understand me on the
other hand, I want him to learn to do things by himself and not always rely on
mom.
The same mother talked about her perception of having the child being
independent:
We need to foster independence in him. I hope he will be able to be
independent but I don’t want him to be independent too early. He should be
independent but not completely independent before he becomes mature. He should
have the right to think and do things independently but he also should respect our
opinion before he leaves for college. This is different from the Americans. He
should not do everything of his own way because he still is not able to fully
understand the world. He is not fully equipped with the ability to judge and
evaluate and his value system has not been established. Sometimes children act on
impulse or interest and not on rationales. So I think children should not be one
hundred percent independent. Some of the American children, of course not all, do
not study hard, some take drugs. I think their parents let their children go too early.
Parents allow their children to do whatever they want and do it by themselves.
For children to become independent is a good thing but meanwhile it might turn
out to be a bad thing if parents are not able to handle it well, if too early, before
they are able to tell what is right and what is wrong. Children are in the process of
learning, experimenting and trying if parents let go too early just think what will
happen. This is what I should keep in mind...
For this mother independence is a process and need parents’ guidance and help.
Parents need to hold the hands of their children on the journey to become independent.
What the Chinese parents emphasized is guided independence. In sum, for this group of
parents independence should be achieved under parental guidance. Parents should walk the
journey of becoming independent with the child so that they will stay on the right track.
Independence for these parents means knowing life principles, establishing one’s own
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value systems, and being able to make own judgment, evaluation and decision and acting
on rationales.
The patterns of parent-child interactions during joint play with a toy typewriter
This section tries to answer the research question regarding the patterns of
caregiver-child interaction in their joint activities. Striking similarities were found
across the six families in the patterns of caregiver-child interaction. A close
examination of the transcript revealed the typical patterns of caregiver-child interaction,
the role of the caregiver and that of the child, the nature of the interaction and the
reflection on the child-rearing goals of the immigrant Chinese families.
The role of the caregiver and the child: Caregiver-child interaction showed
itself to be a reciprocal and meaning-making process, involving both the child and
caregiver's active participation and mutual understanding. In this process there was a
mutual involvement of both the parents and the child. In all the episodes they both
actively engaged in the task at hands. The caregiver oriented the child to the task,
guided the child next step, continuously accessed the child's level of understanding and
the difficult level of the task through carefully reading the cues, provided assistance
through explaining, demonstrating, simplifying the task, adjusting positions and asking
questions that made the child think deeper or harder. They praised and encouraged and
appreciated their children’s efforts through verbal means as well as non-verbal means
such as nodding their heads and smiling with contentment. The child also played an
active role in the learning process. They provided cues for the caregivers to achieve an
accurate assessment of their needs, took initiatives to introduce new task of their own
interest, asked for assistance when needed, and insisted on their own agenda of
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exploration. For example, the child initiated the learning agenda as often as the
caregiver. In total of 70 episodes, 37 were initiated by the child. This indicated that the
Chinese parents assumed their role as a facilitator in their children’s learning through a
child-centered approach. The following excerpt illustrated the point:
Episode #: 3

Agenda: identifying a picture Initiator: Cg

# of
moves

Agents

Action +feeling +tone

Verbal
Non¬
verbal

Function, purpose or
reason

1

eg

says a little excitedly, ’’Look
quickly, it’s a big bird!” while
catching the sight of Bigbird

V

2

c

looks at the picture of Bigbird
following his mother’s instructions

nv

3

Cg

V+nv

4
5

c
c

says ’’See, the big bird? See the
big bird?” pointing at the picture
with the forefinger of her right
hand while holding the toy with
the other hand.
pushes away his mother's hand
pushes away the mother’s finger
from the picture

Orienting the child to
a new task or
introducing new
information
following instruction
or cooperating
Reinforcing

6

Cg

nv

7

c

adjusts her sitting position a little
bit, holding the toy in both her
hands.
pushes B button, three times which
makes some noise.

8

Cg

vocalizes the sound “Ou, ou.” each
time the child pushes the button.

V

9

c

nv

10

Cg

pushes the button one more time,
which makes the picture of
Bigbird pop up.
vocalizes the sound ”Ou!” in a
louder, longer, and exited tone,
smiling
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nv
nv

nv

V

losing interest
losing interest and
intending to start his
own agenda
Cooperating or
following c’s agenda
orienting, initializing
or introducing new
structure
Encouraging c’s
initiative or
reinforcing c’ action
Exploring

praising or mock
excitement

In this episode, the mother intended to structure the child’s learning. She wanted the
child to identify the picture of the Big Bird. The child followed her instructions, but
soon lost interest which was signaled through pushing away his mother’s hand from the
picture and started his own agenda. When the mother introduced her agenda that was
not the interest of the child the child refused to comply with the caregiver and started
his own. In response, the mother let go of her agenda and supported the child’s efforts.
Here the parent’s tasks were to provide structures of learning, poise ready to help,
simplify the task when it was beyond the reach of the child’s competence. This same
pattern was observed repeatedly in the video taped observation. This model of learning
and teaching reflected the parents’ notion of guided independence in their expressed
socialization goals for their children.
The general patterns of the parent-child interaction: As illustrated in the
example above. Both the parents and the child initiated new learning tasks as in the
general patterns of interaction between the parent and the child. After introducing a new
structure to the child and getting her or him on the task the parent sat observing,
assessing the child’s understanding and the level of the difficulties of the task for the
child as well as the nature of the task in order to facilitate the child to learn (as
illustrated in pattern 1); when the child came up with difficulties parents provided
assistant responsively, simplifying the task, asking questions to invoke the child’s
thinking, demonstrating and explaining the nature of the task; (see pattern 2); when the
child completed the task at hand with success the parents share the child’s sense of
accomplishment with a contented smile, verbal praise and nodding their heads to show
their satisfaction and when the child was engaging in the task that perceived by the
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parents as not challenging they asked questions that a little beyond the child's own
cognitive level of understanding or oriented the child to a more difficult aspect of the
task (as illustrated in pattern 3 form 1). Instead of giving direct answers they asked the
child questions to enable the child to think and find out the answers for themselves;
when the child found something interesting or initiated a learning agenda the parents
immediately let go of their own agenda and followed that of the child (as illustrated
above pattern 3 form 2); and finally when the parents wanted a change of the child’s
agenda they made efforts to negotiate with the child in a suggestive tone of voice (as
illustrated in pattern 4). This general pattern of caregiver-child interaction was featured
by a high level of sensitivity to child’s learning needs, a stress on encouraging the
child’s own efforts and independent thinking through asking questions in the form of
interrogatives under the principle of carrying out the dialogue with the child in a
harmonious relationship.
Pattern 1: In this episode, the caregiver introduced the activity to the child and
got the child on to the task. While the child got engaged in self-exploration the mother
simply watching the child attentively and assessing their state of mind and where they
are at the activity at hand. The mother structured the activity in a sequence of the
information presented by the toy. Perceiving the child’s needs for help in performing
the task the mother poised ready to provide help. When the child successfully
completed the task at hand the mother recognized the child efforts and praised the child
for his accomplishment.
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Episode #: 9

Agenda: Do we need to turn the switch on? Initiator: the child

# of
moves

Agents

Action + feelings + tone

1

c

pushes the button A, pops up the picture and
pushes it back

2
3

eg
c

4

eg

5

c

6

eg

sits observing
looks at the switch with his head tilted and asks
“Do we need to turn it on?” pointing at the
switch and looks back at his mother
Exchanges a look with the child saying “OK,
fine.” Nodding her head
pushes up the picture of the elephant saying
“See, apple.” pointing at the picture
Sits nodding her head saying “Yes.”

7
8
9

c

10
11

eg
c

12

eg

eg
c

Verbal
Non¬
verbal

Pushes back the picture of the elephant
sits observing
plays with different parts of the toy saying
something inaudible (it looks like he is
commenting on what is going on)
sits observing
Leaves the toy typewriter and begins to play
with another toy
Seeing the child has lost interest in the
typewriter, she picks up a form fitter saying
“Let's play with this one.” (7:59:50)

Function
or
Purpose
or
Reasons
introducing new
information and
exploring
Observing
Asking
assistance
i
Assisting
Exploring and
commenting
Confirming and
showing
satisfaction
Exploring
Observing
Exploring

Observing
introducing new
structure and
loosing interest
cooperating

Pattern 2: The mother tried to get the child to open the toy bag by himself
through gradually changing her instructions to the level of the child's ability. In the
process of turning the task over to the child or building up the child's motor skills, both
the mother and the child were actively involved. The mother showed her sensitivity to
the child’s cues, which indicated the level of the child‘s performance. She read these
cues by checking how well the child could perform the task. She demonstrated the task
of opening the toy bag more slowly than when she started after perceiving the child’s
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inability to perform the task alone without her help. In this way she provided a chance
for the child to observe more closely so as to figure out how to perform the task. She
turned over the task to the child when she thought he was ready to do it alone. She
encouraged his efforts through praising remarks. All in all, the mother wanted to train
the child to be an independent learner. The child also actively participated in the
process. He observed closely all the time his mother’s demonstration and provided cues
for his mother to adjust his instructions.
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Episode #: 1

Agenda: taking out the toy from the toy bag Initiator: Caregiver

# of
moves

Agents

Action + feelings + tone

Verbal
Non¬
verbal

Function or Purpose
or Reasons

1

Cg

moves close to the toy bag, sitting
right in front of it, pulling the
zipper open about two inches,
looking at the child and saying
excitedly “Aiya, come and see what
is in it? Can you help mom pull it
open?”

V+nv

Getting C*s
attention.
Orienting C to the
task

9

C

comes over and tries to pull the
zipper open, but fails

nv

seking involvement
(trying with failure)

3

Cg

pulls open another inch , looking at
the child

4

c

observes and then reaches out his
right hand and trys to put it into the
bag

nv

5

Cg

says a little impatiently, “Pull, pull,
unless you can’t get it out. See how
mam does it.” while pulling the
zipper more slowly.

v+nv

6

c

nv

7

Cg

8

c

Stands back a little and observing
keenly
pulls the zipper a little bit more
open, looking at the child and
saying gently, “Come to have a
try.”
comes over and squats down , close
to the bag

9

Cg

moves the zipper tap up and down
with her forefinger, saying “Here”.
( indicating ‘pull here*)

V+nv

10

c

nv

Trying with success

11

Cg

picks up the button and pulls the
zipper open
says proudly” Well done, well
done, my dear.” while clapping her
hands with a content smile .

V+nv

Praising
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nv

V+nv

nv

Demonstrating
observing
and
seeking involvement
(trying
with
difficulty)
simplifying the task
through
re¬
demonstrating
it
slowly
observing
with
interest
demonstating
and
encouraging
the
child to take up the
task or simplifying
seeking
involvement
or
following mother’s
instructions
simplifying
the
process and turning
over the task

Pattern 3 (forml): In this episode, the mother encourages self-discovery
through asking questions. These questions are at the limit of the child's understanding.
When the child comes to her for assistance to figure out how to play with the toy, the
mother does not simply tell the child what it is or show how to play with it. Instead, she
asks the child a series of questions, “What’s this?” to leave room for the child to think
by himself and to explore the toy by himself. When the child succeeds in discovering
how to play the toy, she praises him and gives credit to his own efforts. As a result of
the type of interaction, the child’s independent thinking ability has been enhanced. The
behavior of self-discovery has been encouraged. Although the child is not able to speak,
the dialog between the child and mother is apparent. This dialog goes like this: The
child comes to the mother with the question” What‘s this? Or what is this for?” The
mother seems to be able to read his mind, but she does not tell the child ‘This is a
typewriter’ or show him how to play with it. Instead she asks the child the question
“What’s this?” in reply and gives him a chance to figure it out by himself. Here the
message the mother gives to the child is “Think for yourself.” The child responds to the
mother’s questions by murmuring something and seeks help again. Again the mother
encourages the child to go ahead and play with the toy himself. When the child turns the
handle around, the mother praises the child and gives the child the message “You can
do it. Now you know what it is or what it is for.” In this way the mother encourages the
child’s behavior of self-exploration and independent thinking.
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#of
moves

Agents

Action +feeling Hone

Verbal
Non¬
verbal

Function,
reason

1

C

nv

2

eg

Takes out the toy typewriter,
standing up, and turning to his
mother
Asks “What’s this?”

3

C

v+nv

4

eg

moves closer to his mother
with the toy in both his hands,
murmuring sth, and shows it to
his mother
asks again “What’s this? ”
looking at the typewriter

showing the toy, getting
eg involved or getting
cg’s assistance
posing
questions
or
encouraging C thinking
for himself
responding to Cg ‘s
question
&
seeking
assistance

V

posing
questions
motivating
child
exploration

5

C

turns it over to his mother,
murmuring sth again

v+nv

seeking assistance

6

eg

holds it in both her hands,
asking “’what’s this?”

V

encouraging
discovery

7

C

turns the handle of the
typewriter which makes ‘zhizhi’ sounds.

Nv

exploring objects

8

eg

repeats “What’s this?”

V

9

C

Keeps turning the handle,
which causes the picture of the
Bigbird, Cookie Monster and
Elephant to appear in turn

Nv

posing
questions
or
encouraging C thinking
for himself and self¬
exploration
exploring objects

10

eg

says “Ouya! you know how to
turn it around.”

V

V

purpose

or

or
for

self-

praising
and
giving
credits or recognition to
C’ s efforts.

Pattern 3 (form 2) in this episode, the mother intends to structure the child’s
learning. She wants the child to identify the picture of Big Bird. The child follows her
instructions, but soon loses interest in looking at the picture of a bird. He signals his
disinterest by pushing away his mother’s hand from the picture and starts his own
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agenda. Therefore, in learning the child plays an important role. He gives signals to his
caregiver which indicate his affective state as well as his cognitive level.
The mother is sensitive to her child’s signals; she immediately gives up her agenda and
follows that of her child in the next episode.
Episode #: 3

Agenda: identifying a picture Initiator: Cg

# of
moves

Agents

Action +feeling Hone

Verbal
Non¬
verbal

Function, purpose
or reason

1

eg

says a little excitedly, ’’Look quickly,
it’s a big bird!” while catching the
sight of Bigbird

V

2

C

looks at the picture of Bigbird
following his mother’s instructions

Nv

3

eg

v+nv

4

c

says ’’See, the big bird? See the big
bird?” pointing at the picture with the
forefinger of her right hand while
holding the toy with the other hand.
Pushes away his mother’s hand

orienting the child
to a new task or
introducing
new
information
following
instruction or
cooperating
reinforcing

nv

losing interest
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Episode #: 4

Agenda: Popping up the characters

Initiator: Child

#of
moves

Agents

Action, feelings & tone

1

c

Pushes away the mother’s finger
from the picture

2

eg

Adjusts her sitting position a little bit,
holding the toy in both her hands.

nv

3

c

Pushes B button, three times which
makes some noise.

nv

4

eg

vocalizes the sound “Ou, ou.” each
time the child pushes the button.

V

5

c

nv

6

eg

Pushes the button one more time,
which makes the picture of Bigbird
pop up.
vocalizes the sound ”Ou!” in a
louder, longer, and exited tone,
smiling

Episode # 6

Verbal
Non¬
verbal
nv

V

Purpose, function or
reasons
losing interest and
intending to start
his own agenda
cooperating or
following c’s
agenda
orienting,
initializing or
introducing new
structure
encouraging c’s
initiative or
reinforcing c’
action
exploring

praising or mock
excitement

Agenda: pushing back the characters and popping them up. Initiator: eg

Setting: The mother is sitting beside the child with the typewriter right in front of them
Verbal
Non¬
verbal
nv

Function, purpose
or reasons

asks “What can you do? What can
you do?” while pointing at the button.

v+nv

posing questions
encouraging C to
think

murmurs something pushing the
button b

v+nv

seeking assistance

# of
moves

Agents

Action, Tone and Feelings

1

c

keeps pushing the button B (He wants
to see the character Bigbird pop up
again.)

2

eg

3

c
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ignoring c’s request
(insisting on his
own agenda),
introducing new
structure

Pushes back the character Cookie
Monster while the child is watching
Pushes Button C which makes the
Cookie Monster pop up.
vocalizes “Aiya! Aiya! That’s very
good” in a sitting position
Pushes back Bigbird and Cookie
Monster one after another
says “Aiya, well done! They are all
back!” sounding quite satisfied
Pushes Button A which makes the
character Elephant pop up
vocalizes “Whoops!” while sits
observing
Pushes Button B then Bigbird pops
up
vocalizes “Whoops!” a little bit
louder while sits observing
Pushes Button C, then Cookie
Monster pops up
says loudly “Whoops, Aiya..aiya!”
clapping her hands very excitedly.
Pushes back all the characters one by
one

nv

demonstrating

nv

exploring objects

V

encouraging and
praising
trying with success

4

eg

5

c

6

eg

7

c

8

eg

9

c

10

eg

11

c

12

eg

13

c

14

eg

15

c

16

eg

says “ Aiya, my dear, you are great!
It is well done!” while sits observing
the child playing

V

17

c

Pushes button A with the thumb of
his right hand and the character
Elephant pops up

nv

performing the task
independently

18

eg

sits observing and vocalizing
“Whoops!”

V

encouraging

19

c

Pushes Button B and the Bigbird does
not pop up as he expects then he
changes his posture bending over the
toy typewriter on both his knees,
leaning his weight towards his right,
and then pushes Button C using the
thumb of his left hand and Cookie
Monster pops up.

nv

exploring objects

20

eg

sits observing and vocalizing
“Whoops!”

V

21

c

Pushes Button B again with the
thumb of his left hand and Bigbird

nv

encouraging or
mock excitement
performing the task
independently
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nv
V

nv

praising and
commenting
trying with success
or exploring

V

encouraging

nv

trying with success

V

encouraging

nv

trying with success
or exploring
praising

v+nv
nv

performing the task
independently
praising

!

I

pops up
22

eg

23

c

24

says “They are all back .”
Pushes Button A then Button B and
at last Button C and all the characters
have come out again

V

25

eg
c

26

eg

says “They all have come out again.”
with a laugh.

V

says “Aiya! They all have come out,
.haven’t they?” moving the toy a little
a bit closer to the child
Pushes back all the characters again

v+nv

assisting and
commenting

nv

performing the task
with success
commenting
performing the task
independently with
success
Commenting and
showing
satisfaction
(positive feedback)

nv

The mother observes under two circumstances: when perceiving the child is able
to perform the task by himself and when she tries to figure out the child’s intention or
orientation of his next move.
Overriding theme: The mother asks questions that foster the child’s thinking
after figuring out the child’s intention or working agenda - how to make the characters
pop up again. In order for the mother to figure out the child’s intention, she has to fmd
the answer to the question: What does the action of continuing to push the button B
mean? After the mother figures that out, she follows the child’s agenda and assists his
efforts through demonstrating part of the task. She only pushes down a character, but
doses not push the button to make it pop up. After watching the mother pushes back the
character the child understands he has to push the character back before it can be made
to pop up again by pushing the buttons. In this episode, most of the time the mother sits
observing, encouraging the child’s exploratory behavior and assisting his efforts when
needed. The mother does no more no less just enough to have the child understand the
nature of the task, then she sits back observing. If she does less, the child would not be
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able to do it alone. If she does more, the child would not be able to have a chance to use
his own brain to figure out what he has to do to make the character pop up again. This is
the art of parents teaching in the “zone of proximal development’' and a perfect example
of how adult’s teaching can help the child’s cognitive development. This episode also
shows how well the mother is able to pick up the cues that the child has given. To work
in the zone of proximal development, the adult has to be able to pick up the child’s cues
and read the child’s mind or figure out the child’s intention. She also has to understand
not only the child’s level of understanding but also the nature of the task.
Why was the typewriter toy chosen for the research? There are different levels
of operating on the toy typewriter: pushing the button and making the characters pop
up; identifying the pictures; naming the characters; identifying the different colors of
each part of the typewriter; naming the parts; matching the picture appearing on the
screen with the character that pops up; and identifying the letter on the button with the
word appearing together with the pictures.
Pattern 4: In the following episode, the parents tried to structure the task and
make the child follow their agenda and talk the child into changing his or her mind. The
parents manifested this by negotiating with the child in a friendly tone instead of
demanding the child for a change of her own agenda. The message the parents
conveyed to the child is that “if you try hard enough you can make it”.
Episode #: 2

Agenda: When you see the picture of apple push the button A. Initiator:

the child
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#
moves

Agents

Action + feelings + tone

1

c

2

eg

3

c

pushes back another picture without answering
the father’s question
the father turns the handle bar and suggests to
the child “I will find the picture for you, when
you see the apple, push the letter A, all right?”
continues pushing the buttons

4

eg

5

c

6

eg

7

c

8

eg

9

c

10

eg

11

c

12

eg

Verbal
Non
verbal

says “What’s this?” When you see the picture
of apple push the A button, when you push the
button, the elephant will come out, all right?”
pointing at the picture
points at the picture and looks at it for a second
saying “A.”
the father says “You see, apple.” pointing at
the picture
repeats “Apple”
the father says “This is an apple, this is an
apple and this is also an apple.” pointing at the
apples one after another in different pictures
repeats “Apple, apple.”
the father says “Yes, when you see the apple,
push the A button.” the mother leans a little bit
forward and watches both of them
pushes the A button as soon as the father stops
his explanation
the mother says in a loud voice with a big
smile on her face “Ei, the big elephant comes
out.” The father says “See, big elephant,
right?” pointing at the picture

Function
or
Purpose
or
Reasons
introducing new
structure
explaining

exploring and
insisting on
own agenda
explaining and
asking for
information
replying with a
right answer
explaining and
assisting
repeating
information
explaining

repeating
information
confirming and
explaining
responding with
a right answer
showing
satisfaction, and
commenting

Child-rearing goals and the patterns of mother child interaction
The third research question of the study was how childrearing goals were reflected
in the patterns of the mother-child interaction. The aim of this section was to examine the
relationship between parental goals and the patterns of mother-child interaction and try to
understand why parents interacted with their children the way they did. In particular,
three main parenting themes were examined through analyzing the pattern of mother 133
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child interaction: 1) a focus on establishing a close relationship with the child through
sensitive and responsive interactions; 2) an emphasis on learning through providing
assistance and fostering the child’s interest and curiosity; 3) encouraging children to be
independent thinkers through posing questions and shifting learning responsibilities. These
three specific parenting themes were looked at in the patterns of mother child interactions
during playing with a typewriter.
It was hypothesized that 1) If Chinese parents encouraged inquisitive thinking then
in their communication with children interrogative forms of language use should be
evident in the mother-child interaction; 2) If the Chinese parents emphasized developing a
harmonious relationship with their children then sensitive and responsive support from the
caregiver should be illustrated during the process of joint play with the toy typewriter; 3) If
the parents focus on learning during playing with the typewriter then such teaching
strategies as modeling, demonstrating and explaining should be evident in parent-child
interaction. A shift of responsibilities for learning from the parents to the child should
gradually occur so that the child can become an independent learner.
The analysis of the parent-child interaction during parent-child joint play showed
that the general patterns of parent-child interactions clearly reflected the central themes of
childrearing practice in this group of immigrant Chinese families.
In consonance with parental goals and reflecting the central themes of
developing a close relationship with their children the parent-child interactions
generated during playing with the toy typewriter demonstrated that the dialogue
between the parents and the child was carried out in a cooperative, learning-centered,
harmonious atmosphere. Parents showed great sensitivity in assisting the child to learn.
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They oriented the child, provided structures, and poised ready to assist the child’s
learning. The parents tried to read the child’s cues. When the child found something
interesting or initiated a learning agenda the parents immediately let go of their own
agenda and followed that of the child. Parents sensitivity can be seen or demonstrated in
that they poised ready to assist, that they gave up their own agenda for that of the child,
that they provide active assistance when the child met difficulties in performing the task
and in that when they perceived that the task was not challenging enough they ask
questions that a little beyond the child's own cognitive level of understanding or
orienting the child to a more difficult aspect of the task. They provide active assistance
when the child met difficulties in performing the task and in that Chinese parents
encouraged the child to make efforts. In this way the parents built up a close
relationship with the child. This was evident in the previous session pattern 3.
Another feature of the interaction is that parents utilized questions deliberately
to encourage their children to think. Parents introduced the task through asking
questions. When the child is actively engaged in the task the parents sit observing,
assessing the child and the level of the difficulties for the child and the nature of the
task in order to facilitate the child’s learning. When the child came up with difficulties
parents provides assistance responsively, simplifying the task, asking questions to
invoke the child’s thinking, demonstrating and explaining the nature of the task when
the child completed the task at hand with success the parents share the child’s sense of
accomplishment with a contented smile, verbal praise and nodding their heads to show
their satisfaction. When the child is engaging in a task that is perceived by the parents
as not challenging enough they ask for more information or engage the child. They tried
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to challenge the child through asking more difficult questions. Instead of giving direct
answers they asked the child questions to enable the child to think and find out the
answers for their own (As demonstrated in episode # 2). This feature of the parent-child
interaction clearly reflected the theme of focusing on children’s learning.
If we looked at the whole picture of the mother-child interaction during the joint
play with a toy typewriter we can easily see that the mother tries to train the child as an
independent learner. She empowers her child with sensitive assistance, supports her
child’s efforts to learn and encourages autonomous learning, gives positive feedback
and successfully shifted the task or resumed the task responsibility to the child
This mode of parent-child interaction fosters a close relationship between the
caregiver and the child. It is also congruent with the Chinese parent’s concepts of how
to help the child to achieve independence. The Chinese parents believed that developing
a close relationship with the child should not necessarily be in conflict with encouraging
independence in the child. To the contrary, the child’s independence grows out of this
close parent-child relationship.
To summarize, the patterns of parent-child interaction clearly reflected the
central theme of childrearing practice in immigrant Chinese families. Developing a
close relationship was manifested in the nature of the parent-child interaction as highly
sensitive and responsive to the children’s needs during joint play. Focusing on learning
was reflected in the patterns of parent-child interaction as interrogative forms were
heavily used by the parents to talk with their children. Encouraging independent
thinking resided in the patterns of parent-child interaction as the parents provided
scaffolding and gradually shift the learning responsibility to the child.
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CHAPTER 5
DISCUSSION
This chapter aims to discuss the findings of the study with the existing literature
on childrearing goals, patterns of caregiver-child interaction and the links between
parental goals and the patterns of parent-child interaction in general. In particular,
parental goals derived from this study are to be discussed in relations with Chao’s study
(1995) and LeVine’s study (1988). Pattern of parent-child interactions are to be
compared with Rogoff et al's study on guided participation in four different cultures.
The fitness of the findings on parental goals of immigrant Chinese families to the tree
cultural models, especially, the proposed model of autonomous-relatedness by
Kagitcibasi (1996 & 2005), is also to be discussed.
One task of the cultural psychology approach is to study how the people
belonging to a particular cultural group think, act, feel and believe (Greenfield, 2002).In
congruence with Chao’ study the Chinese parents in this study believed that developing
a harmonious relationship with their children is fundamentally important.

Feeling

happy was the ultimate goal of the Chinese mothers for their children. As one of the
mothers put it “Happiness is the most important for life”. Developing a harmonious
relationship with the children is fundamental for achieving happiness in life. “If you
want to be happy you have to make people around you happy”. For the Chinese mothers
living in harmony with people around you can render their children the feelings of being
happy. Therefore happiness is defined as something that is interpersonal rather than as
something coming from within oneself. Happiness can only be derived from a healthy
and harmonious social relationship. The parents start their task of sowing seed of
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happiness in their children through caring about their children’s needs for emotional
closeness and their feelings. This finding as noted by Chao (1995) was in salient
contrast with the belief of the American mothers that self-esteem is the key to achieving
happiness.
This study also found that those Chinese parents believed that it is important for
them to raise an autonomous and independent child. However, they disagreed with the
strategies used by American parents to raise an independent child. They believed that
parents need to spend more time on and give more attention to their children in order to
help them to become independent. They thought their American friends let go of their
children too early and too soon. For this group of Chinese mothers independence was a
process and should be achieved through the careful guidance of the parents. They
expected their children to be independent in thought and action but always to maintain a
close emotional tie with the parents. The characteristics of independence described by
the Chinese mothers included being able to make one’s own decisions, do things on
one's own, think critically, become self-reliance and know life principles. The process
of independence should be gradual and under the guidance of the parents. They believe
that independence grows out of love, and care and an emotionally close relationship
between parents and their children. Chao (1995) talked about the differences in the
Chinese sense of independence and the American mother’s concept of independence.
She pointed out that the Chinese mothers’ concept did not involve the EuropeanAmerican idea of individuality focusing on fostering self-esteem in children. The
Chinese mother’s concept of independence emphasized more the characteristic of selfreliance. The interpretation of independence by this group of Chinese parents modified
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Chao's findings and provided a broader view of the Chinese sense of independence. In
this study this particular concept of independence was defined as guided independence
in the childrearing practice of immigrant Chinese families.
The findings of this study on child rearing goals supported LeVine’s (1998) view that
goal-setting for childrearing was an adaptive and constructive behavior due to the
desired values of the society and socio-economic constrains or capacities. It is obvious
that the ideals and strategies for child-rearing were neither Chinese nor American, but a
synthesis of both. Determining ideals and strategies for child rearing is adaptive and
constructive behavior in the sense that the parents deliberately and rationally evaluated
the ideals and models from both their heritage and host culture and based on personal
experiences and individual judgment, selected those ideals, strategies and techniques
that best expressed their own personal vision of how they would like to affect the lives
of their children.
The parents definitely did not rely on traditional or mainstream Chinese models, nor did
they blindly accept American alternatives based on my interviews with the parents it
became clear that all the parents shared a two-fold strategy for child rearing. As with
almost all parents, they attempted to use basic childcare as a means for transmitting
values to the child and facilitating the child’s development. These parents go further
with their second strategy, viewing the child’s immediate environment (wherever it is at
a given moment) as an opportunity for a learning
The Chinese immigrant parents, who decide to have children while in the United
States, have the desire to see that their children have the opportunity to be successful
and happy in their lives. The parents have to come to terms with the differences in
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ideals and methods for child rearing between their heritage culture, their host culture
and their own personal experiences. This coming to terms with what ideals should
guide their choices and what methods will best realize these ideas, as adaptive. In this
instance, it is both adaptive in a theoretically-descriptive sense and it is viewed by the
parents themselves as the opportunity to find the most constructive ideals and methods
from the host culture, their heritage culture and their personal experiences. It is this
sense of adaptive, the deliberate use of the opportunity to simultaneously adjust to the
host culture and find the most constructive ideals and methods for child-rearing, that are
to be focused upon.
This thesis is that goal-setting and the choice of strategies to implement these
goals, with respect to parenting, is adaptive and constructive behavior. When parents
raise children within their own culture, they generally follow the influences of the own
experiences with their parents and if there are differences with the mainstream culture,
make whatever adjustments are required. This is essentially what I mean by adaptive.
Parents in any culture hope their children will be successful adults as defined by the
social values of the society to which they belong (LeVine, 1994; Darling & Sternberg
1993). From early childhood, parents prepare their children as best they can to function
well as adults. Children are not passive sponges absorbing what is given. Bom with
curiosity, inclinations and their own tastes and interests, they modify, defy or ignore
socialization efforts, as well as conforming (Grusec & Kuczynski 1997)).
Given the usual desire of parents to have their children grow up to be successful,
Chinese parents set up goals for their child and shape their parenting to see that these
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goals are realized. They want to include what will help their child be successful, while
not losing what they consider to be the best qualities of their heritage culture.
The Chinese parents face considerable differences between their heritage
culture's ideals and the ordinary ways these ideals are realized in practice and the ideals
and practices of the host culture. We can study these ideals and how they change by
categorizing the ideals as the parents, themselves, seem to do (See chapter 4). First, for
the Chinese parent, they have goals for the child as an individual—what may be called
the life-goals of the child. For example, these parents often have a clear idea of a
profession they would like to see their child enter. To this end, autonomy and
independence are emphasized.

Second, they have goals for the child as a member of

the family, social group and society, and goals that tend to emphasize interdependence
and finally, they have goals of their child as a moral being, the moral and ethical
standards by which the parents expect their child to live.
These three categories of goals, together, constitute the whole child. One can
see this child as a person, a self, who should be happy, healthy, confident, independent,
able to make his or her own decisions, autonomous (respecting individual differences
while continuing to strive to fulfill his/her own destiny, instead of seeking to conform in
order to belong).. In relation to others, the child should be friendly, polite and show
concern for others. They should not be hostile, combative, argument. The ethic with
highest value is integrity: a child should be honest, responsible and trustworthy.
To survive and be successful, the Chinese parents believe, their child should
have a personal or social self that is sociable, assertive and autonomous. The person
should be knowledgeable, able to rely on his or her judgment and have expertise in at
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least one focal area. Most importantly, the child must have strong confidence in himself
or herself. Being both an individual and interdependent, then, are ultimately valued as
equally important to the whole person. Here individuality and interdependence were not
perceived as contradictory but integrity. These findings lent support to the autonomousrelated model (Kagitcibasi, 1996 and 2005) which proclaimed a synthesis of
individualistic traits and collective traits.
The important point here is that the differences between the heritage and host
cultures provide the immigrant parents with the opportunity to reflect upon their ideals
and actively construct their childrearing goals based on their own understanding and life
experiences
As reviewed in the literature that individualism is greatly emphasized in
American society. Anglo-American parents expect their children to be autonomous,
independent, and able to make their own decisions and choices. Parents encourage
children's self-help skills by methods such as independent feeding or having the child
sleep in a room separate from the parents’. The early use of a high chair or giving the
child his or her own bed is indicative of this ideal.
Interdependence is regarded as the ideal in Chinese society. Values such as
obedience, conformity, harmonity, groupness, showing concern for others, emotional
closeness to family members, and humility, are taught to the child from the earliest
possible moment. Chinese parents are proud of their children for being willing to
answer the question, “Whom you will care for when you grow up?” by saying, “my
parents.”
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Qualities such as obedience and conformity have not been mentioned as
development goals for the children of immigrant Chinese families. In fact, the goals
attributed to the immigrant Chinese tend to reflect the ideology of the host culture:
freedom, liberty and the individual’s pursuit of happiness. In order to minimize conflict
with the host culture, Chinese parents often emphasize autonomy, independence and
self-reliance, as well as personal happiness. A close observation of how they act with
respect to these ideas suggests that they interpret these ideals more in line with their
own traditions and less as Americans would. Thus the impression is given of more
assimilation than in fact is the case. Chinese immigrant parents tend to rely on their
own judgment as to what is best for their child and do not uncritically accept American
ideals, despite their effort to minimize conflict by implying more agreement than they
may in fact actually have.
Nevertheless, Chinese immigrant parents do change their ideals and strategies
with respect to child rearing, although it is not as simplistic as simply adapting
American ideals and child-rearing methods and rejecting their own traditions. The logic
of this may be stated this way: The Dings move to the United States. Their ideals and
strategies of child rearing, prior to the move, conform to Chinese ideology. Living in
the United States, the Dings are exposed to American ideology. But instead of either
clinging to Chinese ideology or converting to American ideology, the parents instead
ask themselves what values and strategies they believe is best for their child and their
family. It is this reflective process that is adaptive. This adaptive process is not viewed
as a necessary and painful change from one culture to another, but as the opportunity for
greater self-realization. For example, it is not a simple matter to change from the
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Renminbi currency of China to the U. S. dollar. Parents, instead, try to create a new
currency that has a greater value than either the U.S. dollar or the Renminbi. This
process of creating a new currency is constructive, creative and based on the parents’
personal experiences, drawing on the values of both the Chinese and American cultures.
The parents filter, select and then communicate these values to their children.
To summarize, Chinese parents immigrating to the United States who decide to raise
children here have decided to deliberately and rationally form child development goals
and strategies for achieving their primary goal, which is ensuring their child will have a
successful and happy life. The parents have followed through with the adaptive process
of thinking through their ideals for parenting and the best methods for realizing these
ideas, attempting to fmd the most constructive aspects from each culture.
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CHAPTER 6
CONCLUSIONS
This chapter summarizes the findings of the study in response to the research
questions posed and discusses the implications of the study for research and practice as
well as addressing the limitations of the study.
As mentioned in the previous chapter, the purpose of the study was to describe and
examine the parental goals of the six immigrant Chinese families, the parenting
strategies they employed in their child rearing practice, the patterns of parent-child
interaction in daily activities and during a joint play, especially with a toy typewriter
and to examine how these parent’s ideas were reflected or instantiated in parent-child
interactions.
To achieve this purpose this study raised the following research questions:
1.

What specific developmental goals do Chinese parents have for their children?

2.

What child rearing strategies do Chinese parents employ to achieve their goals?

3.

What patterns of child-caregiver interaction are displayed in such joint-activities
as dressing, feeding and playing with toys in Chinese families?

4.

How are parental goals reflected in child-caregiver interaction during these
joint-activities?

This study employed a qualitative approach to tackle the above research questions
drawing on the theoretical framework of sociocultural approach, the value approach and
the eco-cultural approach (Greenfield, 2000). A 30-45 minute interview was conducted
with the parents of the six immigrate families to answer the first and the second
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questions of the study. Video-taped observations were used to find answers to the third
and the last question.
Parental Goals and Child-rearing Strategies
Through the process of analyzing the data the researcher found that parental
goals fell into three categories reflecting the parent’s ideals of an integrated child: the
independent self, the interdependent self and the moral self. As the independent self the
parents expected their children to be physically safe and healthy, inquisitive, intelligent,
knowledgeable, versatile, and cognitively creative. Most important of all, parents
expected their children to feel secure and happy, be independent, autonomous, selfrespected, self-confident, self-reliant, goal-oriented, and self-motivated.
As an interdependent self the parents would like to see the following traits and
qualities in their children: being sociable, kind, polite, cooperative, friendly,
considerate, caring and loving. As a moral self the parents emphasized instilling in early
years such qualities as responsibility, honesty, trustworthiness, and obeying the law.
Like many parents, these immigrant Chinese parents would expect their children to be
happy, healthy, independent and self-reliant. The broad goals are not unique to this
group of parents but the formation of these goals reflects the bi-cultural nature of the
immigrant parents and their particular personal experience in the two different cultures.
The interview data clearly revealed that the goal setting of these parents was an
adaptive, reconstructive and active process involving a reevaluation of the applicability
of the desirable cultural values they lived with in their heritage culture and
reconciliation with the differences between the values and ideals of the heritage culture
and the host culture. As a result of the parent's exposure to both the Chinese and
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American cultures and their unique personal experiences the parents constructively
developed their goals for their children and adapted their child-rearing practices to raise
their children to be successful and contributing members of the society as they
understood it.
These professional parents articulated well thought through parenting strategies
to achieve the goals for their children. These strategies were organized around the five
themes which emerged from the interview data. The parents had a clear focus on their
children's learning. They regarded learning as a vehicle to achieve a higher social and
economical status and academic success for their children. To enhance their child's
learning, parents believed that talking to the child, developing a habit of learning,
fostering the child's interest and curiosity in learning, supporting the child’s own
efforts, providing a learning environment, nurturing the child's own talent and desire to
do better and encouraging the child to take risks in learning were effective strategies.
They considered the development of competence, intelligence, becoming
knowledgeable, self-reliance and self-confidence came as a result of learning.
Around the second theme of developing a close relationship with the children these
parents articulated their strategies of how to achieve it. They regarded a loving and
trusting relationship with the children as essential for their children to feel safe, being
loved, cared for and happy eventually as an adult. To develop an emotionally close
relationship with their children was fundamental in their goal to raise an independent,
happy and healthy child. In order for the children to feel loved parents need to provide
children with loving care and attention. They needed to invest time, energy even to
sacrifice themselves for the happiness of their children. They viewed providing
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guidance and encouragement, being sensitive and responsive to their children’s need for
physical, social, emotional and cognitive development as effective parenting practice.
Other strategies that the parents mentioned were establishing trust between child and
parents, showing respect to them and treating them as friends and equals. They also
believe spending time and talking to children and involving children in adults’ activities
enhanced their relationship with their children. These parents believed that the child’s
self-worthiness, sense of security and happiness, self-motivation, initiative to explore
the world around them derived from a close relationship with the parents and even
promoted the achievement of independence. The parents perceived that total
independence of the child came from a close interdependent relationship between
the parent and the child. These parents defined happiness as interpersonal, both
internal and external. They believed that happiness had a context and that if you wanted
to be happy you had to make the people around you happy.
Around the third theme of bringing up a moral child or a child of character the
parents thought their children should possess the qualities of being responsible, reliable,
trustworthy, honest, obeying the laws, modest, righteous and unselfish. The parents
considered, reasoning and talking with the children, encouraging and modeling
desirable behaviors, and setting clear limits to children’s misconduct and talking
through problems with their child as effective parenting practice for raising a moral
child.

148

The Patterns of Parent-Child Interaction
Parent-child interaction is a reciprocal process and a process of recreation of
meaning and negotiation of meaning. Chinese parents regarded themselves as their
children’s primary teachers and facilitators. They grasped every moment of the
interaction as a learning opportunity for their children. The played with their children in
order to teach them, labeling the toy, figuring out the functions of the toy and sounding
out letters and helping their children to make association of each part of the toy
typewriter . A general pattern was identified from the corpus of data from the video
taped observation. Both the child and the parents initiate new learning tasks. The
parents after introducing the task or initiating the agenda tended to sit observing their
children for further assistance and reading the child’s clues or signals for seeking help
and assessing the child’s understanding of the tasks at hand. When the child showed
signs of having difficulties with the task, the parents tended to respond with timely help,
simplifying the task, asking facilitating questions, demonstrating, modeling or
explaining the nature of the tasks; when the child completed the task at hand with
success the parents tended to acknowledge the child’s accomplishment through praising
and encouraging remarks or gestures and facial expressions; when the child was
engaging in the task that was perceived by the parents as not challenging they tended to
ask questions a little beyond the child’s own cognitive level of understanding or direct
the child’s attention to a new task; when the child initiated a new agenda and showed
interest in an activity that was not the parents preference the parents tended to give up
their own agenda to follow the child’s agenda or negotiate with the child with a
suggestive tone of voice. This general pattern of parent-child interaction was featured
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with a focus on learning, child-centeredness, a high level of sensitivity to child's needs,
a stress on encouraging the child’s own efforts and independent thinking through asking
questions in a harmonious atmosphere.
Parental Goals and Patterns of Parent-child Interaction
Parental goals were mirrored in parent-child interaction in several aspects. First,
the theme of developing a close relationship with the children was manifested in the
parent’s willingness to cooperate with the children by following the child’s line of
interest and thinking through out the process of interaction .They seldom overruled the
child's agenda and were likely to give up their agenda in favor of that of their children.
Parents spent most of the time observing, ready to assist the child when they signified
his or her needs. The parents were highly sensitive and responsive to the needs of the
child at task. A close relationship was achieved through the harmonious dance between
the child and the parents.
Second, the theme of focusing on learning was fully reflected in the parent-child
interaction. The parents perceived playing the typewriter with their children as a very
serious learning task. They played with the toy not for fun but for learning’s sake.
Throughout the entire process of playing with the typewriter the parents obviously
considered playing with the child as a learning experience. They taught their children to
name the pictures, to identify the letters, to label the parts of the toy, to figure out the
connections between the pictures and the letters. They explained, demonstrated, asked
questions as well as tested their children for their grasp of the task at hand.
Third, the theme of guided independence was demonstrated in the process of parentchild interaction. The parents tended to draw the children’s attention to the task and
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then followed the children’s agenda to explore the typewriter. They only assisted or
gave support when it was obviously needed; otherwise they just watched closely to see
what their children were doing and prepared to help by moving away any sources of
distraction for the children. For the tasks that were beyond the ability of the child’s own
efforts parents tried to break down the tasks into small manageable pieces and gradually
transferred the task responsibility to the child. The parents did not leave the child alone
to complete the task nor did they do the task for them. Instead they guided, supported
and encouraged the child to make the best efforts they could to accomplish a task in
order for them to be able to perform the task independently.
To conclude, the data revealed that the patterns of parent-child interactions
carried cultural specific messages. The style of the parent-child communication as well
as how the toy was manipulated reflected the childrearing themes of the immigrant
Chinese families, developing a close relationship with the child, a focus on learning and
practicing guided independence.
The Contributions of the Study

This study may help to enlarge the database of the information about
childrearing practice in immigrant Chinese families in the United States, especially the
childrearing practice of highly educated families from mainland China. Second, this
study should support the research findings on parental goals and strategies conducted by
Chao (1995) and should also extend her research by introducing the concept of guided
independence derived from the interviewed data. Third, this study should also provide
an example for the current discussion of cultural models of child development. The
ideal self of the immigrant Chinese parents seemed to fit in well with the autonomous151

related model proposed by Kagitcibasi (1996, 2005). The goal of Independence for the
child may not necessarily be at odds with the parent’s desire for interdependence for
their child. Raising an independent child may be interdependent with a close
interdependent relationship between the parents and the child. The independent self can
be molded on a strong and close interdependent relationship between the parent and the
child. Fourth, these research findings from studying parent-child interaction are
consistent with the findings of the research by Rogoff et al (1993) that mother-child
interaction was a reciprocal process involving the active participation of both the child
and the parents; that the sense making process was based on the mutual involvement of
the child and the parent; and that parents provided scaffolding for their children in the
process of guided participation. Finally, the detailed description of the patterns from
the video taped observation data focused on the process of the parent-child interaction
from the study revealed clearly the features of parent-child interaction from the
immigrant Chinese families. The detailed description of the patterns of parent-child
interaction was the first of its kind in the existing literature on the child-rearing practice
of highly educated Chinese immigrant families from mainland China.
Limitations of the Study
Limitations of this study exist in terms of demographic and geographic
characteristics of the subjects, sample size, method of data collection and
representative-ness of the unit of analysis.
1. The study’s population is limited to a specific group of highly educated,
immigrant Chinese families coming from the People's Republic of China. The findings
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should be applied cautiously to other groups from different geographic areas and
educational background.
2. Because the study is qualitative in nature, the sample size is small, so
that the results of the study should not be generalized to the immigrant Chinese
families at large.
3. The data collected from videotaped observation are limited to a few
selected parent-child joint activities. Therefore, findings from the analysis of
these activities may not be applied to other activities.
4. The data collected from interviews are based on self-reports of the
participants and represent their individual perceptions of child rearing goals and
strategies. Assumptions about other parents' perceptions are cautioned.
5. The data analyzed are derived from a number of segments extracted
from a large corpus of data. Therefore, the representative- ness of this analyzed
unit is limited.
Implications for Practice
The findings of this study have significance for parents as well as any
professionals involved with Chinese immigrant families, such as teachers, health care
providers or professionals working in social service agencies. The findings from the
study can provide information, food for thought or references for the parents from any
cultures as well as the professionals.
By understanding the home culture and childrearing goals and practices of the
immigrant Chinese families, professionals can understand how Chinese -American
children may differ from the American norm, and thus achieve better communication
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with the immigrant Chinese parents and their children. By realizing that the Chinese
parents want their children to become independent, professionals may be better able to
understand and appreciate the practices parents use to achieve this goal. This implies,
for example, that parents who let their child sleep with them, are not indulging the
child’ but patiently waiting for their child to reach the point where he or she is ready to
become more independent. The underlying idea here is that the parents trust their child
to know when he or she is ready to become more independent. Furthermore, the choice
to let the child sleep with the parents is wholly consistent with conventional Chinese
parenting and is normal and healthy by Chinese standards. The Chinese parent
encourages the child to become increasingly independent, but does not force the child to
act more independently when the child has not psychologically achieved this
independence. Thus, the western professionals can look for and find evidence showing
the Chinese parents actively encourage progressive independence on the child’s part,
instead of regarding the parents as indulgent of their children.
This study goes further by identifying crucial aspects of the parent-child
relationship and gives the reader a contextual interpretation of this relationship,
permitting the professional to gain greater understanding of the Chinese-American
family. For example, by recognizing that these parents constantly observe their
children, in order to understand how their child is responding to experiences and that
they test these ideas by responding to the child accordingly, the professional can grasp
the fact that Chinese parents know their child intimately. They know when he or she is
frustrated, what the child’s interests are and how best to encourage their child to
participate in an activity. Instead of viewing the parent as dependent on authorities for
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information about their child, the professional educator would do well to realize that not
only do Chinese parents have deep insights into their children derived from many hours
of close observation and interactions based on their understanding of how the child's
mind is working, but that the Chinese parent views himself or herself as the child's
primary teacher.
By understanding the position of the Chinese immigrant parent, the
professionals can see that certain values may be “Chinese” while others are “American”
and that each parent may make such decisions differently from others. The professional
can see that the parent views the process of parenting as an educational opportunity and
will listen carefully to the professional, but make up his or her mind independently.
This insight will encourage more tolerance and understanding on the part of the
professionals.
Implications for Further Research
Further research is needed to compare the child-rearing practice of the less well
educated Chinese population in terms of parental goals, parenting strategies, patterns of
parent-child interaction and the relations between the patterns and the parenting theme.
Another area of research worth conducting is to compare directly the childrearing
practice involving well-educated parents and their children from the People’s Republic
of China with the childrearing practices of the well educated parents from the Caucasian
population from the United States in order to further clarify the cultural messages
embedded in parent-child interaction and its relation with the parenting goals. A
longitudinal research design can also be used to study the relationship between the
patterns of parent- child interaction and the children’s school performance, in order to
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examine the relationship between certain types of interaction and the long term effects
of the interaction pattern on a range of academic and developmental outcomes.
To conclude, this research identified parental socialization goals of the
immigrant Chinese families for their children and parenting strategies to achieve these
goals. It described the patterns of parent-child interaction of six immigrant Chinese
families and examined the relationship between the socialization goals and the patterns
of parent-child interaction.
The findings of the research demonstrate that the formation of the socialization
goals for children is an adaptive, actively constructive process influenced by cultural
values and parents’ personal experiences. Parental socialization goals for children
driving parenting strategies mediate between cultural values and parenting behavior.
The findings of this research further illustrated that cultural influence was evident in
parent-child social interactions in joint activities in terms of communication style and
the purpose intended to achieve by the parent-child dyads through parent-child
interaction (Fernald and Morikaws, 1993; Rogoff et al. 1993).
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APPENDIX A
INFORMED CONSENT FORM
I am a doctoral student in the Early Childhood Education and Development
Program of the School of Education at the University of Massachusetts in Amherst. I
need your support for a research project on parental goals and parent-child interaction in
immigrant Chinese families in order to complete the requirements for my degree.
The purpose of the research is to look at the developmental goals of the
immigrant Chinese parents for the socialization of their children, the strategies they use
to achieve these goals and parent-child communication during joint activities. It is my
hope that the knowledge from this study will be able to help educators as well as
clinicians to have a better understanding of children from Chinese culture background
by examining their learning experience and socialization processes at home.
The research will involve audio taping of an interview of about an hour in
duration, a demographic questionnaire, and videotaping of a meal, free play and play
with two given toys. These will be scheduled at a time and place of your convenience.
The audio and videotapes will be transcribed either by myself or by trusted transcribers.
The data collected during the course of this research will be used for writing up my
dissertation, and may also be used in presentations for academic conferences and in
preparation of articles for academic journals.
Your participation in this research project is completely voluntary. You have no
obligation to take part in this project. If you decide not to be a part of it, that will not be
held against you in any way. Your consent to participate does not mean you are
committed. You are free to withdraw at any time during the course of the study.
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Every effort will be made to protect your anonymity, respect your privacy and
confidentiality. I will protect your identity by using pseudonyms in any paper or
presentation. The information you provide will not be disclosed to anyone except for
my dissertation committee, trusted transcribers and colleagues. It will only be used for
academic purposes.
The results of the research will be made available to you upon your request, and
you will also have access to the dissertation and other written materials resulting from
this study at its conclusion.
There will be no payment for your participation in this project or for publication
of this research. I appreciate your willingness to give time to this project and help me
learn more about your child rearing practices. If you have any questions or concerns
abut this project, please feel free to contact me. You may reach me by phone at (413)
546-6047, or in writing at F-01 North Village, Amherst, MA 01002.
I,_, have read the statement above and agree to participate in this study
under the conditions stated therein.
_ _Signature of Participant

Date

_ _Signature of Researcher

Date
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APPENDIX B
DEMOGRAPHIC QUESTIONNAIRE
Background Information

1. The child Name: Last_middle_First_
Date of birth_Place of birth___
Birth complications: yes__no_
Health: not too good_ good_very good
Number of babysitters:
Who they are:
How long does each above take care of the child?
How do you select them?
2. Mother:
Age

_

Years of schooling_Major_
If any_Career in China_
Job in America_
Time in America: years_months,_
3. Father:
Age_
Years of schooling_Major_
If any_Career in China_
Job in America__
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Time in America: years_months_
4. Siblings:
Number_
Date of birth_place of birth_
Sex_
5. Religion and financial:
Religion:
Language spoken at home:
Financial sources:
Income yearly:
6. Social support network for childcare;
Sources of support:
Number of people you think you can turn to in times of need:
Type of support they can provide for you:
Material_emotional_spiritual_
financial_.
Do you feel that you have the amount and the type of support you need in rearing your
child in this country?
7. Household composition:
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APPENDIX C
INTERVIEW QUESTIONS
1. What is your child learning now?
2. How do you think your child learns and can you give an example?
3. What does your child enjoy doing? And how do you know?
4. How do you choose toys for your child?
5. What are your child's favorite toys?
7. Do you think teaching can advance your child's developing skills, such as
crawling, walking and speaking?
8. What do you do to facilitate your child in developing these skills?
9. What do you think parents can do to promote their children's development?
10. What activities do you often engage in with your child?
11. What do you think your child's own role in his/her learning in terms of what
he/she learns and how he/she learns it?
12. Who is responsible for initiating the activities?
13. Does your child initiate play by himself?
14. What expectations do you have for your child?
15. How will you achieve that?
16. What child rearing strategies will you use to prepare your child for the future ?
17. What were your parents' expectations for you when you were a child?
18. What type of behavior or characteristics do you want your child to develop and
why?
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19. How do you promote the development of this behavior or characteristics?
20. Does your child sleep with you or sleep alone and why?
21. How would you describe your relationship with your child?
22. How would you describe your relationship with your parents during your
childhood?
23. What did you do with your father/mother when you were a child?
24. What do you think is most important for your child's growth in this society and
how would that be different if your child were growing up in China?
25. What are you worried about most for your child to grow up in this society?
26. How do you think a child should be reared and educated in this society?
27. How would you rear you child differently if you were in China and why?
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